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ABSTRACT
The purpose of this qualitative, multisite case study was to explore the parent perspective
associated with charter school’s use of parent contract as a tool for parental involvement. The
Overlapping Spheres of Influence and Six Types of Parental Involvement described by Epstein
1995 served as the conceptual framework. The sample consisted of seventeen parent interviews,
across three charter schools serving grades six through eight. Two charter schools were located
within the southeastern region and one charter school was located in the northeastern region of
the nation. Parent participants were interviewed, five parental involvement activities observed,
and parent contract artifacts collected.
Qualitative data was examined through the lens of the two research questions and
Epstein’s Overlapping Sphere of Influence and Framework for Involvement (1995). Findings
indicated parent contracts as a tool for establishing shared expectations and collaborative parentteacher relationships. Through the lens of Epstein’s Framework for Involvement, four of the six
parent involvement types were identified: Learning at Home, Parenting, Communicating, and
Volunteering. Across all three sites, the expectation for parents to be actively involved in the
school community was a common expectation outlined in the parent contracts. The expectation
for active involvement did not indicate the opportunity for parental involvement in Decision
Making. Furthermore, parents desired to be involved in decision making opportunities, which
would allow the inclusion and consideration of the parental voice.
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CHAPTER I
INTRODUCTION TO THE STUDY
Although the Elementary and Secondary Education Act (ESEA) has gone through several
reauthorizations, parental involvement remains a key component to realizing a positive impact
for student achievement. Within the two more recent reauthorizations of ESEA, first in the No
Child Left Behind Act (NCLB), the term ‘parent’ appears over 100 times, and approximately 80
times within the Every Student Succeeds Act (ESSA) (ESSA, 2015; NCLB, 2002). With the
passage of NCLB and ESSA, administrators, educators, parents, and communities are provided a
framework to improve student academic achievement through teaching and learning. Parents, as
stakeholders, continue to be part of the national equation for improving the educational
landscape. Parental involvement in education is a national priority, requiring schools to examine
current parental involvement programs and policies (Baker, 1997).
Requirements within NCLB and ESSA attach stipulations for schools to receive funding
allocated for development and implementation of parent engagement strategies and programs
(Chevalier, 2011; ESSA, 2015; NCLB, 2002). Schools receiving Title I funds are provided a
formula for allocating a portion of funding towards improving parent communication and
involvement. To receive ESEA funding, schools are required to allot 1% of the budget towards
parental involvement (Baker, 1997; Chevalier, 2011; ESSA, 2015; NCLB, 2002). Included in
the definition of parental involvement, according to NCLB and ESSA, is regular, meaningful,
and two-way communication. The communication should provide parents with information
regarding student academics and other school activities, as well as providing parents the
opportunity to voice their perspective (Baker, 1997).
Two-way communication involves parents being informed, as well as parents having
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input and being involved in decision making (Berger, 1991; Sheldon & Epstein, 2005). Parents
are to be full partners in their children’s education, when plans are created at both the state and
local levels (Section 1111(a), ESSA). Parents of students attending schools receiving Title I
funds are to be afforded the opportunity of involvement in assisting and planning of parental
involvement or engagement programs. ESSA policy requires parental involvement activities and
programs to be developed and agreed upon by both parents and school officials (Section 1118(a),
ESSA).
The charter school model, just as the traditional public school model, operates under state
and local guidelines and policies within ESSA. Charter schools receiving Title I funds are
required to create, notify, and involve parents in the various types of parental involvement
activities (ESSA, 2015). Stipulations require charter schools to build the capacity of parental
involvement programs. A common component of parental involvement within charter schools is
the use of parent contracts (Becker, Nakagawa, & Corwin, 1997; Dianda & Corwin, 1994).
Through research focusing on parent contracts, administrators and teachers report positive
impacts, which contracts have on improving and sustaining parental involvement (Becker et al.,
1997; Smith, Wohlstetter, Kuzin, and De Pedro, 2011).
Schools are charged with the responsibility of eliciting parent input and support when
developing parental involvement and engagement strategies. Charter schools, just like their
traditional public school counterparts, are also responsible for continual improvement of parental
involvement strategies, with school administrators and teachers undertaking continual
improvement of parental involvement strategies. Parents serve as stakeholders and studies have
shown parents need to be included in consistent home school dialogue (Auerbach, 2007; Knopf
and Swick, 2007; Wanat, Ehly, & Atkinson, 2001). Dialogue includes communication regarding
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usage and implementation of parent involvement strategies. Parents can serve as members of
school decision making teams to provide guidance related to the creation and implementation of
the parent involvement strategies (Baker, 1997; Berger, 1991; ESSA, 2015; NCLB, 2002;
Sheldon & Epstein, 2005).
Statement of the Problem
A majority of charter schools have been developed in large urban districts throughout the
United States. In 2011, a report on the state of the nation’s education identified over half of
charter schools were located in urban areas (Editorial Projects, 2011). As the charter movement
continues to grow within urban areas, school officials face a common challenge of developing
strategies for including parent perspective when developing parental involvement programs. A
frequent theme from research findings has been parental involvement being characterized as
minimal or nonexistent within the high-poverty urban schools (Loder-Jackson, McKnight,
Brooks, McGrew, & Voltz, 2007; Trotman, 2001). To aid in building partnerships with parents
and overcoming barriers for the creation of partnerships, charter schools have the autonomy to
develop and implement parent contracts. Parent contracts have become a tool charter schools
utilize to require a commitment from parents (Smith & Wohlstetter, 2009).
The lack of current research focused on the implementation of parent contracts within
charter schools is an important issue researchers have identified for future study. Becker,
Nakagawa, and Corwin (1995) recognized the diverse range of structures for organizing public
education charter schools could employee, through research on the methods of parental
involvement implemented in charter schools. The recommendation was made to understand how
charter schools establish methods for parent involvement. Bulkley and Fisler (2003) identified
the need for future research on equity issues, with the charter school’s use of parent contracts.
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Smith, Wohlstetter, Kuzin, and De Pedro (2011) recognized the need for parent perspectives of
contracts, since research on parent contracts and Epstein’s Six Types of Involvement only
included data from school leader interviews.
The lack of research utilizing data from the perspective of parents represents an important
issue researchers have identified for further study. Smith and Wohlstetter (2009) call for
research, which examines parent’s perspectives when they noted, “The study reported utilized
interviews of school leaders, but did not include data from any parents, students, or
teachers…Future research that includes the perspectives of these constituents is warranted” (pp.
14-15). Moreover, Michael, Dittus and Epstein (2007) identified, between 2000 and 2006, that
schools were less likely to involve families in developing school health programs. “The reason
for this change is unclear…and needs further investigation because assistance with policy
development is a critical role that families can and should play” (p. 578). Jeynes (2007) also
recommended, “Qualitative research can also supplement the findings of this study by
ascertaining the ways that teachers, parents, and students perceive parental involvement benefits”
(p. 104).
Following research of boundary dynamics associated with the parent-school relationship,
Price-Mitchell (2009) posed, “How do parents, teachers, principals, counselors, and other
helping professionals construct identity boundaries,” as a question for future research.
Research focusing on the use of parent contracts as a parental involvement strategy,
within charter schools, will answer the call of Becker et. al (1995), Bulkley and Fisler (2003),
and Smith et. al (2011). Exploring the parent perspectives will answer the call of Jeynes (2007),
Michael, Dittus, and Epstein (2007), Price-Mitchell (2009), and Wohlstetter (2009).
Furthermore, this research will add to the literature, by providing an investigation into the value
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of parent voice in parental involvement strategies, an area mandated by policy but previously
unexplored in the extant literature.
Purpose of the Study
The purpose of this study is to explore parent perspectives regarding a charter school’s
use of parent contracts. This study will examine parent perceptions of parent contracts as a tool
for parent involvement as well as parent perceptions of the extent to which parent voice is
included in the development of these contracts. The purpose will be achieved through the
application of a theoretical framework developed by Epstein (2001) with her theory of
Overlapping Spheres of Influence. Epstein (2005) posited student learning is positively
impacted when home, school, and community work together to support student academics and
development.
Research Questions
To guide this study, which includes a focus on parent perceptions related to parent
contracts in elementary charter schools, the questions are reflective of the theoretical framework
presented by Epstein (2001). The research questions will guide the development of interview
questions. The following research questions will shape the focus and purpose of the study
(Creswell, 2003).
1. How do parents perceive the usefulness of parent contracts as a tool for parental
involvement?
2. How do parents describe their involvement in developing the parent contract?
Significance of the Study
Parental involvement research has often included administrator and teacher perspective;
even though, ESSA policy required parent participants in the development of parental
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involvement strategies or programs (Section 1118(a), ESSA). This research will add to the
literature and future development of policy, by providing an investigation into the parent voice
associated with parental involvement strategies. Beyond including the parent perspective, this
research will add to the literature by identifying the phenomenon of parents involved in decision
making. Parent perspective and involvement in decision making is warranted through policy, as
well as parents serving as support to improving student academics. Understanding of the parent
perspective and involvement in decision making can assist in broadening parental, educational,
and political ideology for future parent engagement and involvement opportunities.
Garnering parent perspective, will add to the understanding of how parents make
meaning of parental involvement tools and strategies, more specifically the use of parent
contracts. Broadening the parent stakeholder group understanding, of methods for involvement,
can assist in further impacting student academics. Recognizing how parents make meaning of
parent contracts, as a tool for parental involvement, can also assist parents in identifying the tools
or support needed to impact efficacy in assisting their child with academic needs.
Gaining insight into how parents describe their role associated with contracts will inform
future development of parental involvement policy and programs. The parent perspective will
provide insight for schools as to how parents make meaning of involvement activities and
requirements according to Epstein’s six types of parent involvement. Epstein’s research on the
types of parental involvement has assisted a variety of schools in developing parent involvement
policy and programs. Including the parent perspective, associated with the Six Types of Parent
Involvement, can guide both charter and traditional public schools to a deeper understanding of
the steps necessary to best involve parents. The use of Epstein’s Framework for Involvement
coupled with the parent perspective may assist traditional public schools with identifying
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improvements needed for tools they are already utilizing. Traditional public schools might also
use the findings to inform future development of parent involvement programs and strategies,
according to the parent perspective. Understanding how parents describe their perspectives can
also assist charter school administrators to gain a deeper understanding of the usefulness of
parent contracts. The perspective of parents will assist charter school operators in future creation
of charters. Delving into how parents describe their interaction with parental involvement within
and beyond the scope of the contract will assist in narrowing the purposeful requirements of
parent contracts.
Definition of Terms
Parental involvement is commonly defined as a partnership between home, school, and
the community (Sheldon & Epstein, 2005; Trotman, 2001). Building a partnership between
home and school is both beneficial and mandated (ESSA, 2015; NCLB, 2002). Parents serve as
advocates when a partnership between home and school is forged. While beneficial, recognizing
and developing quality parental involvement programs can be challenging for schools
(Auerbach, 2007; Epstein, 2001; Epstein, 2005; Gutman & McLloyd, 2007).
The following definitions represent important terms used in this study. Definitions of these
terms will aid in understanding the research foundation, context, and findings.
1. Parent: guardian or family member, including blended or extended family
members (National PTA, 2000). Parents are not limited to biologically related family
members.
2.

Parental Involvement: any form of collaboration between home, school, and the

community created in order to improve student academic achievement. According to
Epstein and Jansorn (2004), parental involvement can be any of the following: (a)
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parenting (b) communicating (c) volunteering (d) learning at home (e) decision
making (f) collaborating with the community.
3. Parent Contract: an agreement for academic excellence (Belfield & Levin,
2003). Parent contracts being discussed throughout the research require parent
participation in home and school activities. Parents may be required to volunteer at
the school or attend a variety of on campus programs (Becker et al., 1997). Contracts
are individualized to the school, depending upon needs of students.
Delimitations and Limitations
The study is delimited to charter schools utilizing the parent contract model for parental
involvement. Findings are more specific to the sample charter schools and can be dependent on
the individual schools; therefore, findings can only be generalized to charter schools using
similar contracts. Additionally, the study is delimited to the perceptions of parents within the
identified schools. The study does not include administrator, teacher, or student perceptions.
The delimitations of the study will result in narrowing the scope of the research (Creswell,
2003).
Limitations aid in identifying potential weaknesses of the study; consequently, limiting
the generalizability of the study (Creswell, 2003). Gaining parent perspective of parent contracts
limits the focus of the study. Data for this study will be gathered by performing observations,
interviewing parents, and analyzing parent contract documents. Each technique was purposeful
though weaknesses are inherent. Observations aid in confirming data collected from interviews
and documents, though the presence of the researcher can affect the climate of the meetings.
Interview findings are limited by the interview environment and sampling technique. Interview
data is considered self-reported data and the risk of bias should be considered, when determining
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the transferability of findings to other contexts. Interviews will take place off school campus to
aid in developing a comfortable environment and allowing for more authentic data collection.
Purposeful and snowball sampling will allow the researcher the identify participants. The three
sources will work in tandem to overcome individual weaknesses and provide triangulation
(Merriam, 2009). Data will be collected from multiple charter school sites, allowing for crosscase analysis of data. Cross-case analysis will further strengthen internal validity (Merriam,
1998).

Organization of the Study
This qualitative study is divided into five chapters. The first chapter serves as an
introduction to the research, with discussion of the research significance. The initial chapter also
includes statement of the problem, definitions of relevant terms, research questions,
delimitations, and limitations.
Chapter two offers research literature on the topic. The literature review begins with
historical perspective of policy associated with parental involvement. The historical perspective
allows insight into the progression and evolution of parental involvement and the introduction of
parent contracts. Following the historical perspective, research literature sighting benefits of and
barriers to parental involvement is provided. Available literature on charter schools and parent
contracts is discussed in closing of chapter two.
Chapter three outlines the specific method for the study. Design of the research and the
schools sites are further discussed. The assumptions and rationale to support the qualitative
study is presented in chapter three. Further discussion of my role as a researcher can also be
found in this chapter.
Chapter four includes the report of findings from the study. Analysis of data with
developed themes is also provided.
9

Conclusion of the research is presented in chapter five. Implications for practice and
topics for further research will be presented for investigation by interested stakeholders.
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CHAPTER II
LITERATURE REVIEW
To achieve the goal of examining the perspectives of parents regarding use and
development of parent contracts, exploration of the literature describing parental involvement in
educational policy, associated with educational benefits, and through the use of parent contracts
is necessary. This literature provided the foundation for research questions which guide this
study, including:
1. How do parents perceive the use of parent contracts as a tool for parental
involvement?
2. How do parents describe their involvement in developing the parent contract?
Multiple studies have been conducted which identified the purpose and benefits of parental
involvement. In addition, various research studies have been conducted on the types of parental
involvement strategies schools have found to be useful. This chapter begins with a synopsis of
the search process used to locate bodies of literature pertinent to this study. According to
Creswell (2003), the literature review should assist in narrowing the scope of research, while
conveying the importance of the study. This literature review will examine the various aspects
of parental involvement, beginning with past and current policy associated with parental
involvement programs and strategies. The next section delves into the benefits, challenges, and
types of parental involvement, followed by research on development and use of parent contracts.
Following this, an explanation of the theoretical framework chosen to guide this study will be
described. Finally, the review of literature will close by demonstrating the gap in the literature,
which this study will address.
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The Search Process
When searching for literature for this study, the University of Tennessee online education
databases were used to retrieve articles and reports from EBSCO host, including Education Full
Text, Education Index Retrospective, Wilson Web and ERIC. In addition, searches were
conducted through the university e-journal search engine that resulted in articles from School
Leadership, School Community, Urban Review, Sociology of Education, Educational
Administration, School Public Relations, School Health, Just and Caring Education, and Early
Education and Family Review. Google Scholar was accessed to locate information from the U.S.
Department of Education and additional peer reviewed articles. Relevant books and dissertations
were accessed using the Interlibrary Loan Services. Key words used in these searches included
parent involvement policy, parent input, parental involvement, parent engagement, charter
school, parent contract, and parent perspective. More specific searches focused on types of
parent involvement, as well as benefits and barriers of parental involvement. Most sources
uncovered provided additional sources considered for this study in articles’ reviews of literature
and references sections. Previous and more recent parent involvement policy was located using
the U. S. Department of Education website.
Evolution of Parental Involvement Policy
Research and practice validate the need to engage families to elicit positive impacts on
student achievement. No matter the age of the child, a relationship between school and home
aids in creating the family’s capacity to support the student’s learning (Gutman & Mcloyd,
2000). Part of engaging families is having an open line of communication between school and
home. Teachers and administrators often share the struggle of creating purposeful relationships
with the school families. In turn, families also struggle in understanding their role in the
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education of their children (Bauch & Goldring, 1995; Cavanagh, 2012; Epstein, 1987, 1992; &
Knopf & Swick, 2007).
Parent Perspective in Policy
Parental involvement and engagement activities have historically been an integral
component of school reform. During the 1960s and 1970s inclusion of parents in various
decision making processes began to flourish. Head Start, an early learning program, began in
1965 and provided three levels of parent participation: Center Committee, Policy Committee,
and Policy Council. These levels of participation provided a choice for parents. By
implementing the varying types of participation to more deeply include parents, “The inclusion
of parents offered insight into their desires and needs and empowered parents to make decisions”
(Berger, 1991, p. 215). Including parents in the decision making process has been invaluable to
fully engaging and including parents in their child’s education (Baker, 1997; Sanders, Epstein, &
Connors-Tadros, 1999).
The empowering of parents through decision making continued to increase with the
development of the Elementary and Secondary Education Act (ESEA). While ESEA provided
funding for various school initiatives, its development marked the inception of federally funded
legislation linking parental involvement and education (Frerichs, 2008). ESEA served as the
basis for the initiation of Title I legislation during the 1970s, which recognized the needs of lowincome families and students. Funding and resources were allocated to schools serving the lowincome population. Within Title I requirements came the necessity of including the parent
perspective in school level decision making. Parents were to assist in classrooms as well as
serve on advisory boards. Serving on advisory boards allows the inclusion of parental voice
(Berger, 1991; Lightfoot, 1978; Sarason, 1971).
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Parent participation in school level decision making continued with the Individuals with
Disabilities Education Act (IDEA). IDEA was created to empower a more specific population of
parents. Parents are encouraged to collaborate with the school to aid in setting educational goals
for students with disabilities and become decision makers when developing intervention plans
(Trotman, 2001). Most parents have a desire to be included in their child’s education, although
they may not know how to effectively address their child’s needs. With public law 98-199,
parents of students with disabilities should be provided training to increase the parent’s selfefficacy in building a relationship with their child’s school (Berger, 1991).
During President Clinton’s terms in office the Goals 2000 legislation was implemented.
According to Trotman (2001), this legislation emphasized parent and school partnerships while
promoting parental involvement in learning. This legislation encouraged parents to be involved
in school activities and to assist with homework. As with Head Start, Title I, and IDEA, Goals
2000 also recognized the need for including parent perspective in policy development and
decision making. Parents were included in the decisions being made towards school
improvement as well as serving as participants in outreach efforts (Trotman, 2001). Outreach
efforts worked to create a connection between schools, parents, and community. Educational
agencies continue to build upon the parental involvement program already created, recognizing
the benefits of parental school partnerships.
ESEA underwent reauthorization in 2002 with NCLB and in 2015 with ESSA. To
increase accountability of schools, in 2002 President George W. Bush signed NCLB into law
(Frerichs, 2008). NCLB focused a national spotlight on the importance of family involvement in
education by mandating that schools establish relationships with parents. The cornerstone of the
parent-school relationship was the recognition of parents serving as the first and most important
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teacher. Policy makers recognized parental involvement as a major predictor of student
academic success (Jeynes, 2005; Loder-Jackson et al., 2007). Parent involvement and the
inclusion of the parent perspective in education continues to be integral with ESSA. Elements
within ESSA encouraging parental involvement are similar to that of NCLB. Parental
involvement activities and programs should be developed and agreed upon by both parents and
school officials (ESSA, 2015). Parental involvement has evolved beyond helping with
homework and attending parent teacher meetings. Educational policy continues to address the
need for schools to include parents in decision making.
Parental Involvement
Benefits of Parent Involvement
Parents can play an integral part in their children’s academic and social success. The
benefits of parental involvement are pervasive no matter the ethnicity or socioeconomic level of
families (Dornbusch & Ritter, 1988; Jeynes, 2007). Various research studies have assisted in
recognizing the positive impact of parent’s involvement on student academics (Epstein &
Jansorn, 2004; Fan, 2001; Fan & Chen, 2001; Jeynes, 2005, 2007; Jordan, Orocazo, & Averett,
2002). Family involvement in education positively impacts a variety of student outcomes such
as grades, test scores, attendance, and behavior.
Wanat (1997) found that when improving a child’s education becomes a priority in the
home setting, this priority can translate into the school setting. For a child to understand the
importance of education they must see the value their families place on education. Over a fourmonth period Wanat (1997) held focus group interviews. Twenty-seven of fifty-seven parents
said their children take school seriously when they see their parents value education.
Encouragement at home aids in developing positive attitudes about school and improving a sense
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of wellbeing (Greenwood & Hickman, 1991). Parents serve as roles models and this model aids
in developing the child’s perspective of education.
In addition to academic outcomes, parent involvement also appears to have positive
effects on students’ behavior. Parenting practices can contribute to an increase in students’
ability to self-regulate behavior (Smith et al., 2011). With self-regulation, motivation can move
from a more extrinsic to intrinsic motivation because students are made a priority and their work
is valued. Parental support provides students with a level of social and academic structure.
Providing personal structures aids in creating a set of expectations. Expectations provide
students with the structure they need to apply dedication to their work, schedule appropriate
study time, and follow classroom expectations (Greenwood & Hickman, 1991).
Parental involvement is seen as an active, ongoing partnership and participation between
home, school, and community members. Parent-school partnerships can assist in breaking
existing barriers between school and home (Epstein, 2001, 2005; Gutman & McLloyd, 2007).
Knopf and Swick (2007) created a list of strategies and practices to encourage and support parent
and school partnerships, which includes home visits, surveys, focus groups, phone calls, e-mail,
parent conferences, and family communication journals. These avenues provide communication
with parents while offering strategies to parents that increase parental involvement (Knopf &
Swick, 2007). These strategies and practices provide pathways for families to be involved,
offering choices that are more personalized.
Challenges of Parental Involvement
Researchers have recognized the beneficial types of parental involvement and the
positive impact a parent’s involvement in their child’s education can have (Epstein & Jansorn,
2004; Fan, 2001; Fan & Chen, 2001; Jeynes, 2005, 2007; Jordan, Orocazo, & Averett, 2002).
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Parents can serve as advocates for their children, when a partnership between home and school is
forged. While beneficial, recognizing and developing quality parental involvement programs
can be challenging for schools (Auerbach, 2007; Epstein, 2001, 2005; Gutman & McLloyd,
2007). The partnership between home and school is multifaceted. Family demographics have
proven to be a significant factor impacting the types and levels of parental involvement (Smith,
Wohlstetter, Kuzin, & De Pedro, 2011). Family demographics affect family structure as well as
roles of students within the family structure. It has been argued, because of the varying family
structures and unique social pressures, parental involvement can be challenging (Bauch &
Goldring, 1995; Hampton, Mumford, & Bond, 1998; Jeynes, 2007, 2012).
Family structures are constantly changing as a result of an increase in the number of
divorces, separations, or unwed parents. Single parent families are on the rise as opposed to the
nuclear family from the past (Trotman, 2001). Families are experiencing more change, creating
an increase in stressors, compared to families from the past. Family structures are becoming
more diverse, leading to role sharing among family members (Knopf & Swick, 2007). Teachers
and administrators are faced with the task of finding creative and engaging avenues for parental
involvement (Greenwood & Hickman, 1991). To meet the needs of families and students,
teachers and administrators must better understand the context in which these families live
(Knop & Swick, 2007). Understanding how families live and survive includes the knowledge of
the shared responsibilities within the family, because of changing family structures. The
changing family structure can serve as a challenge for one-parent households or families with
financial struggles. Members of these families are required to role share, taking on a multitude
of responsibilities. Many parents hold multiple jobs or have jobs that require long hours.
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Schools finding creative and engaging avenues involve the recognition of time
constraints parents face. Using findings from a focus group of 34 African American parents,
Loder-Jackson et al. (2007) concluded that parental involvement was inhibited when schools
were not receptive to parent concerns and when schools were not flexible with the scheduling of
parent activities. Negative experiences of parents revolved around time constraints. Educators
and administrators were often not available beyond the regular school hours (Wanat, Ehly, &
Atkinson, 2001). Parents, especially low-income and minority parents, are more likely to be
involved in education when schools invite their participation, provide multiple entry points for
involvement, value their perspectives, and reach out in culturally appropriate ways (Auerbach,
2007). Communication and understanding are fundamental for a beneficial parent school
relationship.
Education levels and personal experiences of parents can hinder involvement in their
child’s education. According to Greenwood and Hickman (1991), some parents believe they do
not have the knowledge or social skills for being active in their child’s education. This type of
belief can hinder building a beneficial parent school relationship. Beyond lack of education,
another factor negatively impacting parental involvement is the parent’s own experience within
the school setting. A parent’s own negative experience impacts how and to what degree the
parent is involved in their child’s education. Because of negative experiences, parents may not
view the school as a “place of hope” (Greenwood & Hickman, 1991). These negative
experiences can cause parents to shy away from even entering the school building. If parents are
uncomfortable in the school setting they may be less willing to attend open houses or parentteacher conferences. Administrators and teachers are then faced with the task of providing a
comfortable and safe environment.
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Parent-School Collaboration
Before the 1960s parents took more of a passive role in compulsory education. Parents
served more as support, leaving the schooling to the teachers (Frerichs, 2008). The 1960s began
the spur of increasing parent involvement and perspective in education. These changes have led
to active participation by parents, with this active participation having positive effects on
academics (Epstein & Janson, 2004; Fan & Chen, 2001; Jeynes, 2005, 2007; Jordan, Orocazo, &
Averett, 2002). While the positive effects of parental involvement have been identified, schools
continue to struggle with including parents in school decision making dialogue, further stifling
parental involvement (Cavanagh, 2012). Purposeful communication can aid in understanding the
phenomenon of how parents make meaning of parental involvement strategies.
Wanat (1997) conducted a case study into parent perspective regarding the definition of
parent involvement and effectiveness of the elementary school’s current parent involvement
programs. The case study was conducted within a K to 6 mid-west elementary school serving
upper-middle class families. Parents labeled parent involvement as a collaborative partnership
between school and home. Programs identified as most effective included activities that were
personalized to the child and allowed for direct involvement from the family.
Knopf and Swick (2007) found that parents needed to be included in dialogue with
educational professions. This dialogue includes sharing of information beyond the classroom
level, including families in conversations and decision making regarding classroom instruction,
building level staffing, and school organization (Weiss, Lopez, & Rosenburg, 2011). Baker
(1997) conducted research utilizing parent interviews to aid in identifying how parents describe
the purpose and usefulness of parent involvement strategies. Parent interviews were conducted
throughout the nation, with the assistance of twelve sections of the National Council of Jewish
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Women. A common theme among parents was they felt they had few opportunities to share their
voice with school administration and teachers. Through research involving parents and other
school stakeholders, researchers have found parent involvement programs are often being created
based on ideas and attitudes from administrators and teachers, rather than parents (Baker, 1997;
Henderson, Carson, Avallone, & Whipple, 2011; Tveit, 2009).
Parent Contracts in Charter Schools
Since the early 1990s the charter school movement has continued to grow across large
urban districts (Bulkley & Fisler, 2003). A foundational aspect of charter schools is to include
strategies for parental involvement in an effort to combat academic challenges students may
encounter. Charter schools are drawing upon parent contracts to encourage parental involvement
(Smith et al., 2011).
Charter schools are increasingly becoming part of the educational landscape (Bulkley &
Fisler, 2003). While the charter school movement is growing throughout the country, charters
are typically provided a higher degree of autonomy compared to their traditional public school
counterparts. According to Bulkley and Fisler (2003), “Charter schools are relatively
autonomous schools of choice that receive a ‘charter or contract from a public entity” (p. 318).
Since charter schools are relatively autonomous, some charter schools have chosen to employ
parent contracts to strengthen the level of parental involvement. A survey of 34 of 44 schools
chartered by the state of California found that more than 50% of parents are required to sign
contracts and to participate in certain activities (Dianda & Corwin, 1994). Although there are
varying types of contracts, most clearly outline requirements of parents for their child to continue
attending the school.
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The contracts provide clear guidelines and instructions for parental involvement
opportunities and requirements. Smith, Wohlstetter, Kuzin, and De Pedro (2011) assessed
parental involvement strategies being implemented by 12 urban charter schools from 6 states.
According to data from school leader interviews, administrators reported parent contract
expectations helped to sustain parent involvement programs. The greater levels of parent
involvement at charter schools, coupled with their widespread use of parent contracts, suggests
that contracts are working as a mechanism for increasing parent involvement (Becker et al.,
1997).
Becker et al. (1997) analyzed various parent contract parameters utilized in California.
Stipulations within the parent contracts ranged from the very specific to the more general.
Parents were required to assist with homework or provide a suitable place for their child to
complete work. There were also reading requirements, where parents were to read with their
child a specified number of hours each week. One of the charter school sites in California
required parents "to volunteer a minimum of three hours per month at the school" (p. 3).
Another charter school site included the following in its parent contract parameters:
Parents, by signing their child's registration form, commit themselves to at least 2 hours of
school service per month.... Any student accepted on an above mentioned agreement will
meet a prescribed written contract and will understand, if the contract is broken, said
agreement will be revoked and the student will be disenrolled. (Becker et al., 1997, p. 3)
Parent contracts are sometimes viewed as a method of obtaining compliance more than a positive
vehicle for improving parent engagement. Parents who feel unable to meet contract
requirements may either be discouraged from enrolling their child or may be asked to transfer
their child from the school (Bulkley & Fisler, 2003). Contracts can be seen as a tool for
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selectivity, becoming a significant form of "skimming," and may be related to factors such as
SES, race, and ethnic background (Becker et al., 1997). Bulkley and Fisler (2003) identified
minimal or non-existent evidence to support the claim of charter schools are “skimming” through
the use of parent contracts. Research is contradictory as to whether parent contracts serve as a
“skimming” tool, allowing entrance to a certain type of family.
Wheeler (1992) found that schools should look at the types of families and characteristics
of their students’ parents when creating parental involvement contracts. According to Becker et
al., (1997) contracts need to be created that will provide a more valuable approach to building
community. Contracts can be more useful if they aid in helping parents and schools to develop
an improved ability to support children's academic and social growth.
Conceptual Framework
The framework selected for this study will provide the lens from which to view parent
perspectives of parent contracts. As defined by Merriam (2009), “A theoretical framework is the
underlying structure, the scaffolding or frame....” (p. 66). Since the framework serves as
scaffolding, the theoretical framework for this study is based upon the comprehensive work of
Joyce Epstein (1987, 1995, 2001, 2005), analyzing parent involvement to identify how and why
parents are involved. Parent perspectives will be viewed through the lens of Epstein’s spheres of
influence and types of parental involvement. Epstein’s framework was chosen, because she is
widely recognized as a foremost researcher of parental involvement. More specifically,
Epstein’s framework will assist in providing the structure throughout the research process, to
identify how parents perceive parent contracts as a tool for involvement.
The proposed study on parent perspectives regarding a charter school’s use of parent
contracts will follow recommendations made in the literature surrounding parent contracts and
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parent perspectives. The examination of findings will employ Epstein’s (2001) theory of
overlapping Spheres of Influence and Six Types of Parental Involvement, as a lens to consider
findings and provide recommendations for administrators, teachers, and policy makers.
Spheres of Influence
The extent of the educational partnership between school, home, and community, has
been a focus of Joyce Epstein’s parental involvement research. Epstein views the connection
between school, home, and community as Spheres of Influence (Sheldon & Epstein, 2005).
These spheres of influence are individuals or groups involved in various capacities whose actions
are directed toward addressing the needs of a specific school or group of students. Within
Epstein’s (2011) Spheres of Influence, schools, homes, and communities provide the supportive
and purposeful context for the student-centered education.
Through the lens of the Spheres of Influence, parental involvement is not viewed as an
external factor to educational achievement; parental involvement becomes a priority for schools.
State, district, and school leaders are prompted to take responsibility for developing policy,
identifying goals, and assisting schools towards purposeful partnerships between school, home
and community (Epstein & Sheldon, 2006). To improve the connection between the Spheres of
Influence in education, schools are continually working towards improving the family-school
alliance (Sheldon & Epstein, 2005). “The emerging alliance between homes and schools comes
from the recognition that not only are schools important to parents and families but that schools
also need the support of parents in order to achieve optimum success” (Berger, 1991, p. 1).
Students are positively influenced when partnerships between school, home, and community are
forged.
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Six Types of Parental Involvement
Researchers have documented the importance of parental involvement by identifying the
positive impact involvement has on student achievement (Epstein & Janson, 2004; Fan, 2001;
Fan & Chen, 2001; Jeynes, 2005, 2007; Jordan, Orocazo, & Averett, 2002; Tveit, 2009). Along
with identifying the impact of parental involvement, parental involvement research has also
focused on recognizing beneficial parent involvement strategies and programs. Epstein (1995)
has performed research to recognize how schools are utilizing parental involvement programs.
Through her research, she has identified and labeled purposeful and prevalent types of parental
involvement. A framework of Six Types of Involvement (Table 1) was developed to assist
schools in addressing challenges preventing families from becoming involved in their children’s
education (Epstein, 2001; Epstein et. al, 2011; Epstein & Jansorn, 2004). The framework can
serve as a guiding tool for schools, families, and communities to implement parent involvement
programs; therefore, activating the theory of Overlapping Spheres of Influence (Epstein, 1995).
Smith et. al (2011) utilized Epstein’s framework to examine parental involvement within
charter schools. The qualitative study was designed to identify strategies charter schools, labeled
as having high levels of parental involvement, were utilizing to impact parental involvement.
Twelve charter schools from six states, within the United States, were involved. Semi-structured
interviews involved leaders from the six charter schools. The parental involvement activities,
articulated by leaders during the interview process, were aligned with Epstein’s typology for the
six types of parent involvement. The schools had developed innovative strategies to implement
the activities aligned with Epstein’s typology. The strategies and activities were found to
improve parent self-efficacy and comfort level with involvement at the school.
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Table 1
Epstein’s Framework of Six Types of Involvement
(Epstein et. al, 2011)
Type

Description

Type 1: Parenting

Helping families to develop and sustain a nurturing home
environment

Type 2: Communicating

Establishing two-way, purposeful communication between home
and school

Type 3: Volunteering

Recruiting and assisting parents to volunteer within the school and
community

Type 4: Learning at home

Providing parents with information and tools to extend learning
beyond the school building

Type 5: Decision making

Developing capacity of parents to serve as members of the school’s
decision making teams

Type 6: Collaborating with the community

Garnering support of community to improve school programs in
order to impact student achievement
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Using Epstein’s Framework for Involvement, Abel (2012) investigated the role of AfricanAmerican fathers’ in their child’s education. Investigation sought to understand if a predictive
relationship existed between behaviors and attitudes, influencing the father’s decision to be
active in school-based activities. Epstein’s framework was also utilized to identify the types of
parent involvement activities with which these fathers were involved. Data was collected, from
101 father participants, utilizing questionnaires. Significant recognized themes included father’s
level of education and self-efficacy impacted the decision of the father’s to be involved.
Ingram, Wolfe, and Lieberman (2007) utilized Epstein’s Framework for Involvement to
investigate parent involvement activities within schools categorized as having high poverty
levels, high minority populations, and high academic achievement. Survey data were collected
from 220 parents with students at one of three Chicago traditional public elementary schools.
The three schools were identified as high achieving, because of scoring within the top third
according to the state achievement test. The same schools were labeled as at-risk with more than
50% low income and more than 50% minority. Investigation included identifying which of
Epstein’s typologies were consistently utilized within high-achieving, at-risk schools. Two of
the six typologies, Parenting and Learning at Home, were identified as methods being utilized for
parent involvement to impact student achievement. The remaining typologies were found to
either being unutilized or not linked to student achievement.
Gonzalez and Jackson (2013) built upon Epstein’s framework to identify the relationship
between socio-economic level of parents effected the type of parent engagement strategies the
school utilized, as well as effect of varying strategies on student achievement. Methodology
included a longitudinal model, to follow a cohort of 21, 260 students, within the United States,
from kindergarten to eighth grade. Variables for study included the school’s parental
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involvement strategies to promote parenting, volunteering, communicating, and decision making.
Schools serving lower-socioeconomic levels were found to include more parenting services and
involve parents in decision making. The school’s efforts to provide parenting support effect
achievement in low-SES schools as opposed to higher-SES schools.
To investigate the phenomenon of parental involvement strategies adopted by immigrant
parents in Canada, Beauregard, Petrakos, and Dupont (2014) utilized Epstein’s framework as a
tool for analysis. Semi-structured interviews were conducted with 28 parent participants from
Africa, Latin America, and Maghreb. Data, from the interviews, were organized and coded
according to Epstein’s Six Types of Involvement. Immigrant parents reported involvement in
practices related to the communication domain. While communication was of high priority,
parents reported less involvement in school-based decision making.
Parent Contracts and Spheres of Influence
Within the spheres of influence is a partnership between school, community, and parents,
to develop the whole child. Epstein has further identified the spheres of influence to work well
in a program of partnership. “All stakeholders have active roles in developing productive
partnerships and in improving and sustaining their work over time” (Epstein & Jansorn, p. 20,
2004). Parents are included in the stakeholder group and should be a vital component of the
partnership.
Epstein’s research has identified the roles parents can play in their child’s education.
Since the spheres of influence identify the partnership involving parents, Epstein’s conceptual
framework for involvement will allow for investigation of the charter schools use of parent
contracts as a form of parental involvement. Specifically, this framework will guide the
researcher in identifying how parents define their role in the spheres of influence, when parent
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contracts are utilized. The framework for involvement was identified as commonalities between
successful parental involvement programs, which developed an overlap of the spheres of
influence. More specifically, the Six Types of Involvement were found to be useful in creating
successful and purposeful relationships between the spheres of influence, where a balance of
relationships is found (Epstein, 1995). Epstein’s framework for involvement will further allow
the researcher to examine the parent decision making, associated with parent contracts, as
viewed through the Six Types of Involvement.
A Means to Help Inform Educational Policy
The study will employ Epstein’s (1995) spheres of influence to interpret integrated
findings of parent perceptions regarding their partnership within the spheres of influence when
schools develop and employ the use of parent contracts. Although Epstein’s framework
identifies parents as equal allies within the spheres of influence, little research has focused on
gaining the parent’s perspective. Epstein’s framework has been utilized in research involving
parental involvement strategies and programs, with most research including administrators and
teachers as participants (Auerbach, 2007; Epstein, 2005; Epstein et. al, 2011; & Smith et. al,
2011). Once parent perceptions are obtained, the findings can assist in creation of future charter
school policies of parental involvement. Regardless of whether the school is charter or
traditional public, policy makers can gain valuable insight into understanding parent perspectives
for the development of future educational reform for parental involvement.
Conclusion
Research involving parental involvement has typically involved administrator and teacher
participants. Research of parental involvement strategies including the parent perspective is
lacking; more specifically, research focused on the parent perspective of parent contracts. A
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school-home relationship can be built upon an understanding when both parents and schools are
a priority. Creating relationships, as well as involving parents in the decision making process, is
important to building and sustaining school-home connections. Successful and purposeful parent
school partnerships are built on a relationship including mutual respect, recognition, and support
(Becker et al., 1997).
In this chapter, the researcher familiarized the reader with parent perspective and
involvement as it pertains to the following areas: (a) history of policy, (b) benefits, (c) barriers,
(d) types, and (e) parent contracts. Within these areas, Chapter 2 examined the literature
regarding the need for parents to be involved in their child’s education. There are a variety of
benefits to having parents involved. Along with the benefits, researchers have identified barriers
to lack of parental involvement, in hopes of improving future endeavors. Charter schools have
identified parent contracts as a method to improve the parent-school relationship. Educational
policy has continued to build upon the knowledge of the various benefits to schools developing a
partnership with families and communities. Policy makers have identified the need to include
parents in dialogue regarding decision making within the school; although, the research points
towards few opportunities for parents to share their perspectives and be empowered by having a
voice.
The study will explore parent perspectives regarding a charter school’s use of parent
contracts, through the lens of Epstein’s (1995) spheres of influence and Six Types of
Involvement. Furthermore, investigation will include garnering parent perceptions of parent
contracts as a tool for parent involvement, as well as parent perceptions of the extent to which
parent voice is included in the development of these contracts.
Chapter 3 will provide a description and rationale for the methodology to be used in this study
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examining parent perceptions of parent contracts as a form of parental involvement. Chapter 3
will describe all aspects involved in this case study including: (a) design of the study, (b)
description and selection of samples used, (c) study instruments, (d) process of data collection,
(e) validity and reliability, and (f) analysis of data.
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CHAPTER III
METHODOLOGY
The purpose of this study is to explore parent perspectives regarding a charter school’s use of
parent contracts, through the lens of Epstein’s (2001) spheres of influence and framework for
parental involvement. This study will examine parent perceptions of parent contracts as a tool
for parent involvement as well as parent perceptions of the extent to which parent voice is
included in the development of these contracts. The following research questions will address
the purpose of the study:
1. How do parents perceive the use of parent contracts as a tool for parental involvement?
2. How do parents describe their involvement in developing the parent contract?
A multi-site case study design has been selected to investigate and answer the research questions.
This chapter provides a description of the rationale and assumptions for the case study approach,
describes the case study design, identifies the sites and participants, outlines data collection
procedures, explains data analysis and validity procedures, and describes the role of the
researcher.
Rationale and Assumption for Qualitative Design
A qualitative design will adequately address the interrelated nature of the research
components. The interrelated components of a qualitative study are often viewed as a constantly
changing whole. As the study progresses, the researcher should consistently revisit each
component (Maxwell, 2005). The interrelated research components will be utilized to collect
and analyze data within each case study site, followed by analysis of the sites as a whole.
Qualitative design allows the researcher to identify and describe the phenomenon of
interest, with a focus on understanding the meaning participants have constructed. Merriam
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(2009) identified the interest of qualitative researchers to understand how people interpret
experiences, construct their worlds, and attribute meaning to experiences. Qualitative research
draws from constructionism, phenomenology, and symbolic interactionism, to determine how
participants make meaning of their experiences.
Parents are the focus of this qualitative design, and investigation will focus on gaining
their perspective. Allowing parents to share their perspectives, combined with a description of
their experiences, can be best addressed through the qualitative design. To obtain perspectives
and description of experiences, the qualitative researcher is identified as conducting research in
the participant’s natural environment. Conducting research in the participant’s natural
environment allows for in-depth detailed observations of participants and sites (Creswell, 2003).
Research conducted within the natural environment for participants, within and beyond the
school setting, allows for collection of documents, observations, and interviews. The qualitative
multi-site case study design will guide the development and implementation of data collection
methods.
Merriam (2009) emphasized that qualitative case study design fulfills the research agenda
if the researcher is interested in interpretation, discovery, and insight. Insight into the parent
perspective associated with the use of parent contracts serves as the case to be investigated.
While parental involvement requirements exist for charter schools, parent contracts, as a tool for
parental involvement, are not a requirement. Data collection sites will be chosen based on the
requirement that the charter school be currently implementing parent contracts. The research
questions, from the purposed study, focus on understanding the “how”, as obtained through
parental perspectives. Insight into the use of parent contracts, associated with charter schools,
will be achieved by obtaining the parent perspective. Understanding the “how” and interpreting
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the parent perspectives is aligned with case study design. Data collection methods were chosen
to adequately address the research questions. According to Yin (2009), case study relies on
multiple sources of data, which should converge through triangulation. The case study design
will include multi-site data collection to develop cross-case analysis. Triangulation will be
achieved through the use of multiple data sources, as well as cross-case analysis. Triangulation
of data sources, through qualitative data collection and cross-case analysis, will assist in
counteracting biases and strengthen validity (Greene, Caracelli, & Graham, 1989). While
advantageous to adequately research the topic, using a qualitative case study design also includes
challenges.
Unlike quantitative design, qualitative methods employ the researcher as the primary
instrument for data collection and analysis. Multi-site case study design requires commitment of
time and integrity from the researcher. A strength of qualitative methods is to provide rich, thick
description of the phenomenon being investigated; although obtaining, analyzing, and organizing
the data to provide the rich description can be a struggle to manage (Merriam, 2009). Yin (2009)
recognized the need for the researcher to maintain systematic procedures for data collection, as
well as report the evidence fairly without bias. Although qualitative cross-case analysis has
challenges, this qualitative design will best allow an in-depth investigation of parent perspectives
regarding parent contracts.
Design of the Study
The design of this study is a qualitative cross-case study (Figure 1). This design will
serve as the blueprint for collecting, analyzing, and interpreting data (Yin, 2009). The research
questions served as indicators for qualitative and case study methodology as the logical plan for
addressing the needs of this study. A multi-site cross-case study allows for robust collection of
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Purpose
Examine parent perceptions of parent
contracts as a tool for parent involvement as well
as parent perceptions of the extent to which
parent voice is included in the development of
these contracts.

Theoretical Framework
Spheres of Influence
Six Types of Parental Involvement
(Epstein, 1995)

Research Questions
1. How do parents perceive the usefulness of
parent contracts as a tool for parental
involvement?
2. How do parents describe their involvement
in developing the parent contract?

Data Analysis
Simultaneous cross-case analysis
Code mapping and theme development

Data Collection
Collection of parent contract documents
Field notes from observation
Semi-Structured parent interviews

Interpretation
Summarize and interpret data within and
across three school sites.
Discuss how, through data and site
triangulation, the findings develop an
understanding of parent perspective and
parent voice associated with the use of
parent contracts.

Figure 1. Study Design
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evidence from multiple sites. Collection of data across multiple sites offers a more compelling
interpretation of data, coupled with strengthening external validity (Herriott & Firestone, 1983;
Merriam, 2009).
Case Study
The research questions focus on gaining an understanding of the parent perspective
within the context of a charter school’s use of a parent contract, through the lense of Epstein’s
six types of parental involvement. Yin and Davis (2007) recognized that research warranted a
case study methodology when the contextual conditions of the real-life phenomenon were highly
pertinent to an in-depth understanding of the phenomenon being investigated. The case to be
investigated is the parent perspective, or parents, associated with the charter school sites utilizing
parent contracts. The phenomenon of the parent perspective is bound by the context of the
identified parent contracts within the corresponding charter school site. To gain an in-depth
understanding of the parent perspective the research questions focus on understanding the
“how”. Yin (2009) identified the case study design as the preferred strategy when investigating
the “how” associated with a specified phenomenon. To answer the qualitative research
questions, data collection will include documents, observations, and interviews. The qualitative
case analysis will be replicated across three school sites.
Multi-case design allows the researcher to investigate the phenomenon, or case, within
and across various sites (Stake, 2006). Herriott and Firestone (1983) explained cross-case, or
multi-site, design by stating, “...multisite qualitative studies address the same research questions
in a number of settings using similar data collection and analysis procedures in each setting.
They consciously seek to permit cross-site comparison without necessarily sacrificing within-site
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understanding” (p. 14). While multiple school sites will be chosen, the parent participants and
school sites are bound by the same context, the use of parent contracts.
Site and Sample Selection
Three US charter schools will be selected to participate in the study. Non-probability
purposeful sampling will be utilized to identify the schools, which will provide an optimal
setting to gain parent perspectives of parent contracts. According to Merriam (2009), purposeful
sampling is guided by the assumption that the researcher seeks to gain insight into a topic and
therefore must select a sample to provide the most useful data. The multi-site sample will
include three charter school sites currently utilizing parent contracts as tools for parental
involvement. To strengthen external validity, each charter school will be identified with a
different charter operator. Varying the charter operators allows for robust collection of evidence
and will offer a more compelling interpretation of data (Herriott & Firestone, 1983; Merriam,
2009).
Once the school sites have been identified, the researcher will attend an onsite parent
meeting. Parent volunteer participation in the study will be elicited through an interest form to
identify their willingness to participate in off-campus interviews (see Appendix A). To improve
the sample size, snowball sampling will also be employed, once a key informant is identified
(Merriam, 2009). From the three school sites, parent participants will be interviewed until a
point of saturation or redundancy is reached. Lincoln and Guba (1985) recommend redundancy
as the primary criteria for sample size, when using purposeful sampling. Interviews will
continue until no new information from the parents is forthcoming.
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Data Collection and Procedures
The qualitative case study design offers the opportunity to use various sources for data
collection. Data will be collected through documents, interviews, and observations.
Triangulation of data sources will assist in addressing construct validity, as analysis will seek to
uncover multiple measures of the same phenomenon (Yin, 2009). Data collection will continue
until rich, thick descriptions of the parents’ perspectives of the parent contracts can be achieved.
Data sources within each school will be triangulated, followed by cross-case analysis of findings
from all school sites.
Documents
Documents will be collected at each of the three school sites, to aid in achieving
triangulation of data sources. School-based artifacts related to the use of parent contracts will be
the primary documents to be identified and collected. To further investigate the parent
perspective of parent contracts, the investigation will include the analysis of parent contract
documents to validate findings associated with data from both the semi-structured parent
interviews and observations.
The parent contracts and associated contract explanations, provided to parents and kept
on file at school, will be collected. Any parental involvement artifacts, associated with the
parent contracts, will also collected. Once collected, authenticity and reliability of documents
will be assessed through member checks with parent participants (Guba & Lincoln, 1981;
Merriam, 2009).
Semi-structured Interviews
Semi-structured interviews will involve parent participants from each school site.
Interview questions were selected to address the research questions and illicit purposeful
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information regarding the research topic. Table 2 displays how the research questions are being
addressed through the specified interview protocol questions. To address the research questions,
interview protocol focuses on gaining the parent perspective associated with the use of the parent
contract. The semi-structured interview protocol includes open-ended questions with possible
follow-up questions. The study’s theoretical framework and Patton’s (2002) question types
guided development of interview protocol. Patton suggested asking several types of questions to
assist in eliciting participant responses (Merriam, 2009). Four question types were identified,
according to Patton’s suggestion for six types of interview questions: feeling, behavior, opinion,
and knowledge. Interview protocol question types and the corresponding research questions are
labeled and displayed within Table 3. Merriam (2009) believes asking good questions takes
practice. To practice and identify needed adjustments to interview protocol the researcher
piloted the parent interview protocol.

Table 2
Interview Questions Addressing Research Questions
Research Questions:
1. How do parents perceive the

Interview Questions
1, 2, 3, 4, 5, 6, 7, 8

use of parent contracts as a tool for
parental involvement?
2. How do parents describe their

9, 10

involvement in developing the
parent contract?
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Table 3
Interview Question Types
Question Types:

Interview Questions:

Feeling

7, 9, 10

Behavior

1, 2, 3, 5, 6

Opinion

2, 3, 4, 8, 10

Knowledge

3, 5, 9

Once the school sites have been identified, the researcher will attend an onsite parent
meeting. Prior to the onsite parent meeting, the researcher will have gained approval to present
research information to gain parent participation. Attending parents will be provided
information through a brief verbal presentation of the research purpose and scope. Following the
presentation, the researcher will distribute and explain the parent interest forms. The forms are
to be completed and returned before exiting the meeting. Parent participation in the study will be
elicited through an interest form to identify their willingness to participate in interviews (see
Appendix A). Once the meeting has been finalized, the researcher will place a container at the
meeting room exit to collect all interest forms. Interested parents will be contacted by phone
and/or email to schedule the interview session and agree upon a comfortable location. Parent
participants will be involved in an approximately forty-five minute semi-structured interview,
according to interview protocol (Appendix C). Face-to face interviews will take place at a
designated location away from school campus. Parent participants will designate the location to
provide convenience and comfort. A digital recording of each interview session will be collected
and transcribed. All recordings will be kept on a password protected computer at 3440 Old
Brownsville Road, Bartlett, Tennessee. The researcher possesses the password.

39

Pilot of the parent interview protocol was utilized to make the necessary adjustments to
the questions, prior to formal data collection. Expert validity included three administrators and
parents familiar with parent contracts. Both groups were provided the interview protocol and
research questions to elicit feedback regarding how well the interview protocol would garner
data, to adequately address the research questions. Administrators were able to provide feedback
through email or phone conversations. The three parents participated in face-face interview
sessions, lasting 45 to 60 minutes. Follow-up questions were asked when participants include
specific events or examples unfamiliar to the researcher. All participants identified the interview
questions as being purposeful for answering the research questions, although the sequence and
articulation of the questions needed modification. Using the feedback from both expert groups,
the sequence of parent interview questions will be rearranged to maintain focus on the parent
contracts. The sequence will also assist in narrowing the scope of the data collected during the
parent interviews.
Observations
Triangulation of data sources will be achieved through the inclusion of observations.
Following document analysis and parent interviews, observations will take place at each school
site. Observations will take place during parent events, with the researcher serving in a nonparticipant observer role. The purpose of observations is to further investigate the parent
perspective within the context of parent contracts. Merriam (2009) identified triangulation of
data sources and a first-hand account as rationale for including observations as part of qualitative
data collection. Observation data will be documented firsthand through the use of an observation
checklist (Appendix D) and field notes.
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The focus of the observations will be to collect evidence towards answering the research
questions within Epstein’s theoretical framework. The researcher will attend parent activities or
meetings, occurring on each school campus. The researcher will seek to attend parent events
previously recognized through document collection and parent interviews. Observations will
assist in identifying and validating the parent activities, previously identified according to the
contract documents and parent interviews. Epstein’s framework of Six Types of Involvement
guided the creation of an observation checklist, to assist in the development of themes during
data analysis. Documentation during observations will occur through the use of an observation
checklist and field notes (see in Appendix C). Data collected through observations will be
triangulated with findings from documents and parent interviews to strengthen reliability of
findings. Observations will assist in identifying common themes of the parent perspectives
associated with parent contracts.
Data Analysis
Data analysis allows the researcher to organize, translate, and interpret findings and
emerging themes within the data (Marshall & Rossman, 2006; Van Maanen, 1988). Qualitative
analysis is viewed as a dynamic process, becoming more complex as the research progresses.
Data can become unfocused, repetitive, or overwhelming when data collection and analysis are
completed separately (Merriam, 2009; Patton, 1990). Documents, observations, and interview
data will be collected and analyzed simultaneously to identify emerging themes across data
collection methods. Research questions and Epstein’s Framework for Involvement will guide
analysis of data. Epstein’s Six Types of Involvement will be used during data analysis to begin
development of codes and themes of findings from documents, interviews, and observations.
Determining parent perception of parent contracts involves the integration of Epstein’s
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Framework for Parental Involvement, since the spheres of influence identify purposeful
partnerships to include school, community, and parent stakeholder groups. The Six Types of
Involvement were found to be useful in creating successful and purposeful relationships between
the spheres of influence, where a balance of relationships is found (Epstein, 1995). Epstein’s
Framework for Involvement will further allow the researcher to examine the parent decision
making, associated with parent contracts, as viewed through the Six Types of Involvement.
Findings from observations, interviews, and documents will initially be coded according
to the Six Types of Involvement. Parent contract documents will be analyzed to gain an
understanding of the requirements of parents and cross-referenced with interview and
observation findings. During initial and follow-up parent interview sessions, member checking
will assist in strengthening internal validity. Member check will involve the researcher eliciting
feedback from parents regarding the emerging findings from the analysis of contract documents
and parent interview data. The checklist and field notes developed during observations will be
analyzed and compared across site locations and to the previous collected documents. Audio
recordings of interview data will be collected and transcribed verbatim with transcription
software. The interview transcriptions will be analyzed and coded. The process of coding will
assist in identifying common themes across the data collected at each school site. Codes will be
noted in the margins of transcripts, field notes, and documents. Analysis can then focus on
organizing the codes towards development of themes, according to the research questions and
theoretical framework. Constant comparative analysis will allow the researcher to compare and
integrate codes and themes being developed throughout data analysis (Glaser & Strauss, 1967).
Anfara, Brown, and Mangione (2002) identify the three stages of data analysis as
iterations. The initial iteration of data analysis will be conducted within the individual school
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sites, followed with a cross-case analysis of the codes previously developed. The ‘first iteration’
of coding will assist in identifying themes to compare to each additional data source. Once a
pattern of codes is identified, these patterned themes will then be grouped into larger variables.
The recognition of larger variables is considered the ‘second iteration’. From these variables
themes will form regarding parental perspective of parent contracts, in the final and ‘third
iteration’. The progression of data analysis through these iterations is shown in Table 4.
Through these iterations of coding to analyze data, reoccurring themes will be developed
according to each research question and within Epstein’s Framework for Involvement.
Methods of Verification
Methods of verification within qualitative research design assist in establishing
authenticity and trustworthiness of the study findings. According to Merriam (2009), the
qualitative researcher should perform the investigation and present the research in such a
manner, to allow the reader the ability to establish confidence in the results of the study. To
improve integrity and validate findings, verification methods will include triangulation, member
checking, and thick description.
Validity, within qualitative research, is integral to determining the congruency and
credibility of findings (Merriam, 2009; Stake, 2006). Triangulation will be achieved through the
use of multiple data sources, as well as cross-case analysis. The multiple data sources include
collection of parent contract documents, completion of parent activity observations, and
implementation of parent interviews. Inherent weaknesses within data sources can be
counterbalanced through the use of multiple data sources. Cross-case analysis will occur through
simultaneous data collection from three charter school sites. Validity of the study will be
enhanced through triangulation of data from the cross-case analysis.
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Table 4
Code Mapping: Three Iterations of Qualitative Data Analysis
Third Iteration: Themes to Answer Research Questions
Shared Responsibility
Collaborative Relationship
Second Iteration: (Pattern Variables)
Parenting

Learning at Home

Communicating

Volunteering

First Iteration: (Initial Codes)
1 Expectations
1 Inconsistent involvement
1 When issues arise
1 Importance of education
1 Calls and texts
1 Student behavior
1 Sharing personal information
1 Required volunteer time
1 Parent volunteer
1 Hold parents accountable
1 School activities
1 Student attendance
1 Notes from home
1 Parent resources

2 Involvement in PTO
2 Outside obligations
2 Open door policy
2 More parent involvement
2 Increase in parent presence
2 Kids care about community
2 Not involved
2 Required parent attendance
2 PTA decision making
2 Flexible activities and hours
2 Parent support for extra-curricular activities
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Member checking will serve as a second method of verification, to enhance validity.
Maxwell (2005) has identified member checking as the preferred method to guard against
misinterpretation of interview data. Misinterpretation of data confuses the original meaning of
the participant, and can be precipitated by researcher bias (Merriam, 2009). Member checking
will be completed during data analysis. As interview data is transcribed and coded. The
identified themes will be articulated to the parent interview participants, to determine accuracy of
the identified themes from interview data analysis.
Generalizability of findings cannot be attained through qualitative research; rather,
Lincoln and Guba (1985) identified the notion of transferability of findings. Transferability can
be achieved through rich, thick description. Rich, thick description should allow the reader to be
transported to the setting and provide a sense of shared experience (Creswell, 2003). Providing a
highly descriptive presentation of the research setting, participants, data collection methods, and
findings will combine to develop the rich, thick description.
Role of the Researcher
Qualitative research is generally identified as interpretative research, because the
researcher often spends a significant amount of time with participants. A range of strategic,
ethical, and personal issues is introduced through the necessity of a sustained and intensive
experience with participants (Creswell, 2003). To account for the possibility of researcher bias and
limitations associated with qualitative methodology and procedures, member checking, triangulation,
and rich thick description will be utilized as methods for verification and validity of findings as
discussed in the sections regarding data collection and analysis.

Within qualitative research, Merriam (2009) identifies the researcher as the main
instrument for data collection, consequently; human bias has to be considered. I have been an
educator for 11 years, which has required continual involvement in parent involvement activities
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and communication with parents. My current position as Optional Coordinator has required me
to develop parent involvement strategies and programs for my school. It has been my continual
work with parents that lead to my current research. My job as a teacher and coordinator has also
been in the traditional public-school setting. I became acquainted with charter schools when I
worked with a school district consisting of both traditional public and charter schools. My
experience with charter schools is limited to hearsay from other educators. I have no experience
with the use of parent contracts.
To guard against disruption of the setting, my role within the research will be a nonparticipant observer. As the researcher, and the main instrument for data collection, I must
remain unbiased and void of preconceived notions towards the setting, participants, or findings.
Beyond strengthening validity and generalizability, triangulation of data sources and cross-case
analysis will also defend against possible bias. Simultaneous collection and analysis of parent
contract documents, observations, and parent interviews improves accuracy of authentic
identification of parent perspectives. Verification of findings through member checking will
assist in guarding against bias. Legitimacy of themes, identified through interview data analysis,
will be established when parent interview participants are shared the recognized themes.
Possible researcher bias and misinterpretation of data will be reduced through triangulation of
data sources, cross-case analysis, and member checking.
Protection of Human Subjects
The human subjects will be protected in accordance with the regulations developed by
the Institutional Review Board at the University of Tennessee Knoxville. Informed consent will
be obtained before any participants are involved in interviews. Although anonymity cannot be
achieved, confidentiality of participants will be accomplished. Participant consent forms will be
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filed at the Bailey Education Building on the campus of the University of Tennessee, Knoxville.
All recordings, transcripts, field notes, and documents will be kept on a password-protected
computer at 3440 Old Brownsville Road, Bartlett, Tennessee. The researcher possesses the
password. All consent forms will be kept for three years in the Educational Leadership and
Policy Studies Office. Following a successful dissertation defense, materials from the
computer’s hard drive will be destroyed.
Chapter Summary
A qualitative cross-case analysis is the rational design for this study, to adequately
address the research questions within Epstein’s spheres of influence and framework for
involvement. Validity and reliability, with this qualitative study, will be addressed through
triangulation of data sources and the collection of data across case study sites. Data collection
and analysis will happen concurrently, through constant comparative analysis. This chapter
articulated the process and rationale for decisions towards research design, to increase validity
and trustworthiness. Chapter Four will present detailed data analysis.
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CHAPTER IV
DATA ANALYSIS AND FINDINGS
Chapter 1 provided an overview of the purpose, research questions, and significance of
this study. Chapter 2 revealed the extensive research conducted on parent involvement and
charter schools, indicating a paucity of research examining parent perceptions of parent
involvement contracts. Chapter 3 detailed the qualitative case study design utilized to examine
parent perceptions of parent contracts, and how a multi-site case study and qualitative methods
worked together for data analysis and integration. The purpose of this research was to examine
parent contracts as a tool for parent involvement as well as parent perceptions of the extent to
which parent voice is included in the development of these contracts. Concurrent data collection
and cross-case analysis was conducted in accordance with the following research questions:
1. How do parents perceive the use of parent contracts as a tool for parental
involvement?
2. How do parents describe their involvement in developing the parent contract?

The findings are based upon analysis of three sources of data: parent contract documents,
parent interviews, and parent involvement activity observations. Initially, parent contract
documents were collected from each of the three school sites and analyzed. Following document
collection, parent interviews were completed from a total of 20 parents across three charter
school sites (see Table 5 Observations and Interview Participants). Concurrently with parent
interviews, observations of parent involvement activities were documented through field notes
and an observation checklist (Appendix C). See Chapter III for an in-depth description of data
collection method and procedures.
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Table 5
Data Sources: Parent Participant and Observation Counts
School

Participant Code

Gender

Observations

Kensington

K1F

Female

2

K2F

Female

K3M

Male

K4F

Female

K5F

Female

K6F

Female

K7M

Male

V1F

Female

V2F

Female

V3M

Male

V4F

Female

V5M

Male

L1F

Female

L2F

Female

L3F

Female

L4F

Female

L5F

Female

Victoria

Lancaster
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2

1

To ensure confidentiality, parent participants and charter school sites have been assigned
pseudonyms. Parent participants have been coded according to case study site, participant
assigned number, and gender. For example, the first female parent participant from Kensington
was assigned the code K1F. The fifth male parent participant from Victoria was coded as V5M.
To maintain fidelity of the parent voice, no attempt was made to correct parent grammar or
sentence structure. Parent dialogue was documented directly from the transcribed interview data.
Epstein’s Spheres of Influence and Framework for Involvement served as the lens
through which the data were viewed. The chapter will explain the parent perception of parent
contracts, through analysis of findings from documents, parent interviews, and observations.
Initially, the parent contract, parent interview transcripts, and observation notes were openly
coded. This initial phase of open coding allowed for the identification of emerging themes
(Merriam, 2009). Open coding involved cross-case analysis of data from all three school sites.
The first iteration of open coding yielded 25 codes, which were then analyzed through the lens of
Epstein’s Spheres of Influence and Framework for Involvement. During this second phase of
coding, previously identified codes were condensed into four themes, according to Epstein’s
Framework of Six Types of Involvement. The final phase was a cross-case analysis of themes
addressing each research question: responsibility and collaboration (see Table 4 Code Map in
Chapter III).
School 1: Kensington Academy Middle School
This section will examine the data collected from Kensington Academy, including
analysis of the parent contract, findings from seven parent interviews, and observation of two
parental involvement activities. Analysis of Kensington Academy data revealed parent contracts
developed a sense of shared responsibility and collaborative support.
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Interview participants included seven Kensington Academy parents, two male and five
female parents. Observations took place during two parental involvement activities: a 6th grade
parent night and a parent-teacher meeting. Since the parent participants during the observed
activities varied, the observation protocol focused on the meeting contents and outcomes, as
related to the findings associated with the parent contract and interview data.
Demographics and Contract
Kensington Academy Middle School is a collegiate focused charter school located in the
southeastern region of the United States. At the time of this study, Kensington served
approximately 265 students, grades five through eight. Kensington Middle is part of a larger
non-profit network of college-preparatory, public charter schools. The school was established in
2002, as the sole initial school in a charter system that grew to include four elementary, four
middle, and two high schools. The student population at Kensington Middle included 82%
economically disadvantaged. The student body was composed of the following: 97% African
American, 2% Latino, and 1% White.
An initial step of the study included retrieving the parent contract from Kensington
Academy, provided by the school’s administrator. The parent contract for Kensington Academy
was entitled: Parent’s Commitment to Excellence. The administrator and parents explained the
initial sharing and signing of the contract as being facilitated during registration night, which was
held the week prior to students returning for the new school year. The principal presented the
contract, explaining the partnership between students, parents, and staff, as well as outlined the
purpose and rationale for eliciting parental signatures. Parents were to sign and date the bottom
of the form. Throughout the form, the pronoun ‘I’ was utilized, signifying the responsibility and
commitment of the parent. The parent contract was organized according to parent support
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categories: teamwork, responsibility, urgency, self-discipline, and tenacity. Responsibility and
teamwork were the two major categories within the parent contract.
Responsibility was outlined for parents through the expectation to participate in schoolbased events, coupled with supporting student’s academic and behavioral performance at home.
Kensington valued the support that parents could provide by being active members of the school
community. Parents were expected to be “involved in the school community, findings ways to
volunteer, participate in school events, and add to the school community” (para. 2). Beyond
volunteering, parents were to attend, “all required parent meetings, conferences, and workshops”
(para. 3). The contract outlined the rationale for these expectations as “protecting the safety,
interests, and rights of all individuals” (para. 3). The rights of all individuals to participate in a
supportive and safe learning environment. Parents were viewed as key players in developing the
supportive and safe learning environment for students.
Kensington’s desire for parents to be present in the school building, rather than solely
providing home-based support, was evident throughout the contract. This was reinforced
through the expectation for parent behavior outlined in the Parent’s Commitment to Excellence.
Parents were viewed as initial support for the child and mutual respect was a key indicator for
the home-school relationship. Parents were expected to greet staff members with respect and
dignity, even in times of dissention. Kensington Academy identified the mutual respect as a
“spirit of Team and Family” (para. 1). This mutual relationship was expected to maintain a level
of candor, with parents serving as models for their student, “Always model a positive attitude
and respectful behavior when at the school” (para. 2).
Kensington Academy expected parental attendance and involvement in school-based
meetings and events. The expectations for parents to participate in school-sponsored events was
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found in the contract stipulation, “I will take advantage of opportunities to participate in my
student’s learning” (para. 2). Taking responsibility for student learning was identified as a
shared responsibility, as evident within the Teamwork domain of the parent commitment.
Parents were expected to, “Do my best to participate in school events and add to the school
community” (para. 2).
Tenacity was the final domain of the Parent’s Commitment to Excellence, requiring
parents to take ownership for developing and maintaining school-home communication. Parents
were to be willing to, “ask the teachers or administrative staff, who are ready to help” (para. 6).
Collaboration was evident through parent willingness to ask and staff willingness to support the
parents. Parents were to demonstrate their belief in Kensington’s spirit of “team and family,”
through their inclination to work with teachers in supporting the student. The following section
will document the findings by theme, when cross-analyzed with Kensington parent interview and
observation data.
Kensington’s parent contract outlined the responsibility of parents to be involved in their
child’s education, by upholding the core values of the school. The Parent’s Commitment to
Excellence signified a collaborative partnership between school staff and parents, requiring
parents to: acknowledge the contract expectations, maintain open communication with the
school, and support student academics and extracurricular activities.
Shared Responsibility
All interviewed Kensington parents recalled the contract initially being shared at
registration night, where the school staff outlined the expectations within the contract and
required parental acknowledgement through the signing of the contract. The tone of the contract
was set by the principal’s sharing of the content and purpose for utilizing such a contract.
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Parents noted that the principal presented the parent contract content and explained the
relationship of the contract to the school’s core values, outlining how mutual support could be
attained. Parent K1F explained, “The principal went through at registration, setting the
expectations. He talked to us about the core values. He wanted parents to know what to expect.”
Similarly, parent K2F commented, “I remember signing it at registration night. The principal
talked to us about it. He said how they would support our kids and how I can help my boy at
home.”
The parent contract was presented as an agreement between parents, students, and staff
members, to positively impact the whole student, both academically and behaviorally.
Kensington’s core values served as an avenue for initially communicating parental expectations,
associated with the contract. According to the Kensington parent contract, the core values of the
contract included: teamwork, responsibility, urgency, self-discipline, and tenacity. Parent K3M
recalled the initial presentation of the parent contract and explained the sense of responsibility he
gleaned from his acknowledgement of the contract:
The contract was given during registration. I remember going over how the kids
and the parents could help with the school. They also told us ways to help. The principal
talked about teamwork between me and my kid, so he can be successful. I also gots to
make sure to hold him responsible for what he does at school.
Parent K4F shared her experience with the presentation of the contract outlining the expectations
and core values.
The principal wanted us to know about the contract. Parents know what to expect. They
told us the core values. Both me and my baby had to be able to tell the core values. I
think they have the core values hanging up around school.
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Parent K6F had a similar recollection of the presentation of the parent contract at registration
night, as well as a teacher’s reference to the core values during a parent teacher meeting:
I remember something about core values. The principal went over during open house. I
think this is what the teacher talks about during meeting. When I have to meet with the
teacher, she talks about teamwork between me and Angela. I know what I got to help her
with, when we at home. I don’t always know, but I know the teacher will help. The
teacher gave Angela some extra work to do at home and it helps.
Before initially signing the contract, parents were presented with the content and the
importance of the contract for developing collaborative and supportive relationships. Parents
shared their recognition of the importance of the core values to the culture of Kensington
Academy. A major theme of the parent contract and sentiment parents shared included the sense
of parent responsibility to be involved in their child’s school experience, which parents were able
to explain.
Learning at Home
When asked to identify the methods for parental involvement at Kensington Academy,
parents mentioned both campus and home-based activities. The Parent Commitment to
Excellence outlined the expectation for parents to be able to reach out to teachers: “If I have a
question or concern, I will ask the teachers or administrative staff, who are ready to help” (para.
6). All parents mentioned assisting with student homework in varying capacities, most often
referencing how they checked and sometimes signed the homework. Parent K5F was a
grandmother with two grandchildren she cared for, and she spoke specifically of her
granddaughter:
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I helps her after school. We do homework. I don’t always know the answers, but her
teacher helps. I know I can call the teacher and get her homework help. The teacher lets
us call or text. I make her sit at the table and get it all finished.
Parent K3M mentioned the responsibility he felt, as a father, to support his son’s academics at
home and he further elaborated on how he assisted with homework.
I hold my son responsible for his homework. He gots math and reading homework every
night. Sometime it takes us all night and he get mad, but I tell him education is
important. If it get too hard, then I write a note to the teacher. The teacher will help him
at school or give him some other work. He don’t have straight As but he knows I don’t
do no Ds or Fs.
When questioned about how she is involved in in her child’s education and how the contract
influenced her involvement, one mother referenced her sense of responsibility to support her
son’s accessibility to the curriculum and performance on the state test. Homework during the
spring semester often included test preparation focused tasks.
I don’t necessarily like the curriculum, but the teacher send practice home. My son and I
work on the work and he check it at school. I know they have a lot of testing, too much if
you ask me. He sometimes gets tired of the tests, but I try to help him when the teacher
sends home test practice. The teacher wants me to sign it and send it back. He don’t
really care what he makes on the test, but I try to get him to see it’s important. I want
him to have a good job. (K2F)
Parenting
While supporting student academics was the most commonly referenced form of
parenting, a few parents also spoke of their willingness to be involved in their child’s extracurricular activities. Often when parents referenced the extra-curricular activities, they also
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referenced why the student chose the specific activity, further explaining the student’s enjoyment
for the activity. Parent K5F explained her granddaughter’s choice of activities and shared her
parental responsibility for involvement:
I support they activities. She in choir and a majorette. She loves to sing and dance, even
when she was little. It’s hard sometimes when my car don’t work, but she know I gonna
take care of her. I try to make sure she get to practice and have her stuff.
A father spoke of his son’s involvement in basketball and explained how parents volunteered to
feed the team before games. The team often remained on campus between dismissal and game
time, to mitigate external factors that might prohibit the student’s participation.
My son, he play basketball for about two years. He loves his basketball. I try to go to
every game, but sometimes I work. I do help sometimes to feed the team. The coach
asked parents who could help and I volunteered. It ain’t too much to feed the team,
because another dad, he helped me. I don’t want the boys to be hungry. They gotta play
hard. (K3M)
Parents spoke of the extra-curricular activities as being student choice, dependent upon
student and family interests. Kensington Academy did not require involvement in extracurricular activities; although, parental responsibility for involvement in after school activities
was outlined in the contract, which said, “I will ensure my student attends all required afterschool activities” (para. 3).
Communicating
Beyond serving in a parental capacity, to assist with homework and support extracurricular activities, the Parent’s Commitment to Excellence entailed the responsibility of parents
to sign student paperwork, both nightly and weekly. Within this expectation, student paychecks
were directly listed as an example. “I will sign all of my child’s required paperwork both nightly
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and weekly, including paychecks and progress reports.” One of the most common forms of
paperwork and communication between home and school were the student paychecks that were
to be endorsed by parents on a weekly rotating basis. Kensington Academy used paychecks as a
form of behavior tracking and recognition. Each week students begin with a balance, similar to a
dollar amount. Based on student choices, deductions and deposits were made to the student’s
weekly balance. At the end of the week students were issued their paycheck, which could be
used to purchase merchandise and activities at the school. Parents were required to endorse the
‘paycheck’, before the student could spend their earned amount. A school-based parent meeting
where parents were presented with the expectations to support their student’s academics by
tracking student behavior is documented here.
A 6th grade parent night was held on a Tuesday evening, during spring semester, with
parents beginning their evening in the cafeteria. Parents were greeted by the administration
during this brief period and expectations for the night were outlined. Sixth-grade parents made
their way up the hallway to the upstairs area. Rows of chairs were aligned and organized for
parents to view the presentation projected at the end of the hallway. Teachers were standing
within the classroom doorways, greeting parents as they arrived. During the meeting teachers
explained their role at the school and provided parents updated contact information. When
parents were prompted to ask questions, one parent requested a consistent document with
updated grade level teacher contact information with correlated times of availability. One of the
sixth-grade teachers led the remainder of the session, which focused on the expectations for
home-school communication and student behavior. The teacher presented the behavior tracking
system to be implemented during the spring semester:
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Parents, you will be notified at the end of each week. Check your student’s folder,
because we will include the student’s weekly behavior report. You are expected to go
over the paycheck with your child.
Teachers elaborated on the specific uses for the paychecks, which outlined how the students had
the opportunity to earn a variety of school-based privileges. During this teacher led presentation,
parents were presented with the explanation of Kensington’s use of paychecks and how parents
can assist by checking the folders at the end of the week for these paychecks.
During parent interviews, parents also frequently mentioned the responsibility for
supporting their student’s school-based behavior, through parental responsibility of monitoring
communication between school and home. As outlined in the contract, “I will support the
school’s academic and behavior policies,” parents explained the school’s expectation that student
folders would be checked on a weekly basis. Parents explained their responsibility for checking
their student’s folder and signing the paycheck:
I check my baby folder for his paychecks. The teachers went over during a parent
meeting. We was told to check each week, at the end of the week. I have to sign the
paycheck at the end of every week. My baby can earn fun things at school. (K4F)
Another parent also mentioned paychecks and stated that:
Angela brings her folder home each night, but the paycheck don’t come till the end of the
week. She makes me sign it. I remember the teacher told us about it at, maybe open
house. I know it was sometime at the beginning. (K6F)
Parent K7M explained how the school referenced the parent contract when having a parent
conference focused on student behavior:
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I don’t really remember the contract being brought up again after registration night. The
principal or teachers don’t usually talk about the contract, unless some kid gets in trouble.
Like when Mia was fighting with some other girls, I got called to the school. She ain’t
the one who caused it, but she had to get in trouble. The principal was telling me to be
supporting a safe school. Ya know I was mad, but I know they need to be safe.
The paychecks served as a form of communication to support student behavior. The
Parent’s Commitment to Excellence also outlined the shared responsibility of maintaining timely
communication between parents and staff members by stating, “I will respond to teacher and
school quickly and in the most appropriate manner.” Communication was a pervasive theme,
which assisted in communicating expectations for parental involvement. Parents commented on
how the administrators and teachers at Kensington Academy would generally rely on texting or
calling as the main forms of communication. Parent K2F stated:
We contact the teacher or sometimes the teacher texts or calls us, if there be any issues.
The teachers call my husband and me, if available and I redirect his behavior.
Communication was enhanced through the development of relationships between parents
and school staff. Parents noted how staff at Kensington sought to build relationships with the
parents, which improved the communication between school and home. Parent K3M even
shared the ways in which staff members worked to get to know the parents, often asking students
how their parents are doing.
When I’m not at one of his basketball games, he tells me that his coaches asked where I
am and if I’m ok. I hate to miss it, but I want him to keep playing. Even if I can’t make
it, I know the team takes care of him.
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Parent K4F explained that she has been to the school and heard staff members inquire about
parents:
Yeah, they teacher will ask about parents. It was one time when I was in the office, about
to pick up my baby. The teacher in the office asked the student about somebody in her
family. The girl was sorta quiet, but she said something about how her momma was
feeling good.
Parents also articulated that this communication with parents and students developed a sense of
the school’s open-door policy, as parent K5F explained her sense of the atmosphere:
The school has an open-door policy. I can’t always be up there, but the principal will let
me go back and check with her teacher. Sometimes I gots to make sure she has practice
and the stuff she be needing.
One mother reflected on her past experience with the parent contract and the school-home
relationship:
I’d like to see more parent involvement through the day, see more parents in the hallway.
Not just for their kids but others. The school doors are always open. Parents can pop in
and check in on the child. (K1F)
Communication between home and school was vital to the implementation of the parent contract,
beginning with the presentation of the contract during registration night. Developing and
maintaining consistent communication was a major theme of the findings associated with the
interviews and observations. The methods of communication outlined by parents reiterated the
sense of shared responsibility.
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Collaborative Relationship
Parents shared the responsibility to support learning at home, serve in a parenting
capacity, and maintain communication between school and home. These parental roles assisted
in developing a sense of shared responsibility between school and home. The shared
responsibility developed the link between home and school, with parents providing a majority of
support within the home. Kensington parents were also expected to develop a collaborative
relationship with school staff, as evident through the Teamwork domain of the Parent’s
Commitment to Excellence. This collaborative relationship between parents and staff supported
the shared responsibility. Included in the contract was the following:
As an integral part of the Kensington Team, I will do my best to be involved in the school
community, finding ways to volunteer, participate in school events, and add to the school
community.
While parents spoke positively of the educational opportunities at the school, parents had
difficulty explaining their involvement in a decision making capacity. Parent K4F agreed,
saying, “They help the kids in school and to get they education”. Parent K2F shared a similar
sentiment by commenting, “They doing a great job and stuff the kids need to do.” Despite the
call for parents to volunteer, parents often spoke of the lack of parental-involvement
opportunities at the school. When explaining current opportunities for volunteering, parents
often referenced the school’s Parent Teacher Organization. Parent responses were mixed when
explaining the opportunity for volunteering and decision making, as indicated by an observation
at the 6th grade parent-teacher meeting.
Volunteering
Parents and teachers were observed during a school-based parent-teacher meeting, with
the meeting facilitated in a 6th grade classroom, with three teachers positioned at the front.
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Individual desks were aligned and faced the front of the room, with lights off and quiet music
playing. Lights remained off as a lone parent entered the room and sat quietly. Two parents
entered the room and sat quietly. The teacher finalizing the presentation commented to the initial
parent, “Since you are the first one here, you’ve been dinged as the PTO president.” The parent
laughingly responded, “I’d rather not.” The teacher did not press the issue, rather commented
with a manner of levity.
The session began with the teacher asking the parents, “What are some things you, as the
parent, want to hear about?” Parent responses focused on methods of school-home
communication. One Kensington parent said, “Communication is the biggest cue. Teachers
gave out phone numbers. I prefer phone numbers as a way to contact teachers.”
The parents in attendance requested flyers and timeliness with distribution of flyers. “Can we
get flyers sent home about future parent meetings?” asked another Kensington parent. The
teachers were receptive to the parent requests for timely communication.
The session ended with the teacher garnering feedback for the parent presentation being
edited prior to a future parent meeting. The teacher requested parent feedback by saying, “I
would like for you to preview this presentation before it is shared with the 5 th grade parents.”
The two parents present did not have anything to add to the presentation. The meeting was
closed, followed by immediate exodus of parents from the classroom. The teachers had
facilitated the meeting, with no opportunity for parents to take ownership or leadership for future
activities.
Beyond serving in a parenting capacity at home and communicating with teachers,
parents struggled to explain volunteer opportunities allowing parents to serve in a decision
making capacity. Many parents shared their desire for increased campus-based parental
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involvement opportunities. Parents often spoke of the desire for the school to have more
mandatory parent activities.
They need to be more things that parents have to attend. I will go to Mia’s parent-teacher
conferences, but the school needs to be having things for parents to help. They need to
do things that parents have to come to, so it can help all the kids. (K7M)
Another parent commented:
I go to her activities. There ain’t much for me to do with her teachers. I think they do a
good job. I think there’s a parent group, but I ain’t never been. (K5F)
A mother shared a similar desire for increased volunteer opportunities, to assist in keeping
parents abreast of happenings within the school community. This specific parent was not new to
the school community. She mentioned having another child that previously attended the school
but had since progressed on to high school.
There needs to be some mandatory parent things. I feel parents would be more informed.
When my first son went here, there were mandatory things for parents. When the school
first started, they had Parent University. It was on a Saturday, once a month, sorta like
Saturday school for parents, but they weren’t in trouble. The Saturday school helped us
to know to help our kids with. We could also sign-up to help at the school. (Parent K1F)
Parents seemed to desire increased volunteer opportunities and when further probed
about parental involvement in a decision making capacity, parents failed to highlight any
instances.
They gave us the contract to sign and they told us about it. They never asked us to help
‘em with it. It might be good to get parents help. Maybe they will this year. (K3M)
Another parent agreed that parental input was missing from the contract:
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You asking me if I helped make it? No, they never asked me about what it said. That
might be a good idea, if they was asking us to sign it. (K6F)
Parents also indicated the Parent-Teacher Organization (PTO) group at Kensington might
be a possible forum for parent involvement in decision making. Parent K1F commented:
The PTO was supposed to be involved to go through the contract. I was part of the PTO
that was responsible for it, but we never got it together. One teacher had other
obligations and was trying to pass the torch.
Similarly, when questioned about involvement in decision making, parent K2F explained her
experience with the PTO:
I was gonna join the PTO, when my son first started at Kensington. I was really involved
when he was in elementary. I went to a Kensington meeting and they explained what
they wanted us to do, but there weren’t really any meetings. The principal said they
needed more parents.
According to the parent perspective, school-based opportunities for involvement were lacking,
offering little opportunity for parent involvement in a decision making capacity.
Summary: Kensington Academy
Data collected from Kensington Academy included analysis of the parent contract, seven
parent interviews, and observations of two parent involvement activities (see Table 5). Findings
from these data indicated that the methods for parental involvement aligned with many of the
expectations for parents, as outlined in Kensington’s Parent Commitment to Excellence.
Clearly, parental involvement opportunities linked to the school’s expectations within the
parent contract. When asked to explain how the school’s use of the parent contract impacted
their parental involvement, parents explained how they felt it assisted in outlining expectations
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for parental responsibility. The parent contract was never referenced during any of the observed
parent activities, nor did any parents reference the contract when explaining their involvement at
Kensington Academy. A majority of the parents also felt they would support their child’s
academic needs at home and extra-curricular activities at school, dependent upon their child’s
needs and interests, rather than parent contract stipulations. The parent contract did not drive the
decisions parents were making, nor methods for involvement.
Parental involvement in the contract development was not evident through the parent
interviews or observed parental involvement activities. Teachers offered opportunities for parent
feedback, yet no formal roles in decision making were evident. The parent-teacher meeting
offered a stage for possible parent input and decision making, yet the parent contract was
referenced very little, beyond the initial presentation during registration night.
School 2: Victoria College Preparatory
This section will examine the data collected from Victoria College Preparatory, including
analysis of the parent contract, findings from five parent interviews, and observation of two
parental involvement activities. Analysis of Victoria Preparatory data revealed parent contracts
served to develop a sense of shared responsibility and the associated collaborative support
between the school and home.
Interview participants included six Victoria Preparatory parents, including two male and
three female parents (see Table 5). Observations took place during two parental involvement
activities: an attendance review meeting and a parent data meeting. Since the parent participants
during the observed activities varied, the observation protocol focused on the meeting contents
and outcomes, as related to the findings associated with the parent contract and interview data.
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Demographics and Contract
Victoria College Preparatory was a college preparatory focused charter school located in
a large metropolitan city within the southeastern region of the United States. At the time of this
study, Victoria served approximately 130 students, grades six through eight. The student
population at Victoria consisted of 75% economically disadvantaged and was composed of the
following: 98.5% African American, 0.7% Hispanic, and 0.7% White. Established in 2010,
Victoria was located in a building purchased from the local non-charter public school district in
2016. At the time of this study, the building housed Victoria College Preparatory and its
elementary counterpart.
An initial step of the study included receipt of the parent contract from Victoria College
Preparatory, provided by the school’s administrator. The parent contract for this middle school
was entitled: Victoria College Preparatory Family Contract. The administrator and parents
explained the initial sharing and signing of the contract as being facilitated during open-house
night, which was held at the onset of the new school year. Open House night included a large
group parent session, followed by parent visitations to their student’s individual classrooms. It
was during the large group session that the parent handbook was distributed, containing the
Family Contract.
The parent contract for Victoria College Preparatory outlined the shared responsibilities
for key stakeholder groups: staff members, students, and parents.
We recognize that all members of the school community must work together in order to
create an environment conducive to academic excellence. Parents, students, and the
school’s administration, teachers and staff all have responsibilities to promote student
learning and growth. (para. 1)

67

Academic excellence was a goal of the institution, which could be impacted by the relationship
and shared responsibilities of parents, students, and staff. The contract was an initial step in
developing an educational partnership between home and school, to impact student learning.
Parents were not alone in acknowledging and abiding by the contract, because the contract
included the responsibilities of students and staff. The one-page contract was divided into three
distinct sections labeled as follows: Student, Parent(s)/Guardian, and Administrators and
Teachers.
Throughout the contract, Victoria Preparatory identified the expectations for parents to
uphold the contract expectations and serve as active participants within the school community.
The school setting and the key stakeholder groups outlined in the contract were viewed as the
Victoria Preparatory community, with all stakeholder groups privy to being valued members of
that community. The expectations and intended outcomes for active parental involvement were
aligned to the school’s desired culture.
Every child learns best when his or her family is actively involved in the child’s
education and abides by the school’s cultural expectations. As educational partners, we
must agree to create a respectful school environment, with everyone treating others as
valued members of the community. (para. 1)
Students, parents, and staff members were responsible for developing and maintain a school
culture where all are valued and respected. The one-page contract included a location for each
party to sign, below their correlated expectations. According to the contract, “Parents need to
sign this contract, indicating a willingness to uphold our responsibilities as active participants
within the community” (para. 2). Parents acknowledged their role as active participants, through
their signature. As active participants, parents would be supported in their responsibilities to
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support their student’s behavior and academics through communication and volunteer
opportunities.
Parents were expected to promote Victoria’s culture of mutual respect by parenting their
students to value one another and school staff.
I agree to make the school a safe and orderly environment by being respectful and by
supporting the school in its efforts to promote my child’s courteous behavior. I agree to
follow the school’s rules and accept responsibility as a partner in my child’s learning.
(para. 3)
Victoria Preparatory valued the development of an environment conducive to student academic
excellence, as reflected through the expectations for parenting and communicating. Parents
could support this academic excellence through their student’s attendance and preparedness.
I agree to ensure my child arrives to school on time and attends classes prepared to work.
I agree to check my child’s homework every night to ensure it is completed thoroughly
and on time. I will support my child by maintaining high academic and behavioral
standards. (para. 4)
In order for parents to support their child through the maintenance of high standards, the
contract also entailed the expectations for communication between home and school. Parents
agreed to, “Communicate regularly with my child’s teacher and advisors” (para. 4). This would
indicate the responsibility of teachers and advisors to be willing and open to communication. As
outlined in the contract, school staff agreed to, “Communicate regularly with families, including
providing reports on the students’ learning” (para. 5).
Victoria College Preparatory Family Contract ended each stakeholder group section
including the following phrases:
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As the student, I agree to follow the school’s rules and accept responsibility for my
actions. As the parent, I agree to follow the school’s rules and accept responsibility as a
partner in my child’s learning. As the staff, we agree to follow the school’s rules and
accept responsibility as partners in the students’ learning.
Each stakeholder group was acknowledging the shared partnership to promote student learning
and growth.
The following section will document the findings by theme when cross-analyzed with
Victoria College Preparatory parent interview and observation data.
Shared Responsibility
The parent contract was initially shared with Victoria Preparatory parents during Open
House night, at the onset of the new school year. The tone was set through the recognition that
all stakeholders are vital to the success of the school community. Parent V5M explained his
recollection:
Yeah, I remember that the principal shared with us when we were all in the cafeteria at
Open House. That was when we got the school hand book and it was there. He told us
how he wanted the school as a community, so we could all help. My kid had to listen.
The principal was telling the parents, students, and teachers.
Parent V2F recalled a similar experience of receiving the contract at Open House. During this
time, the relevance of the contract was outlined and importance of collaboration highlighted.
We got the handbook with the parent contract when we went to Open House. Mr. Smith
(Principal) got up and explained how we all needed to work together. I remember the
contract told us all what to do. I mean us, kids, and those teachers. He explained that we
all got to do our part if we want this to be a good school.
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Parent V4F recalled the presentation of the contract, followed by parent, student, and
staff signing of the contract, once the parents transitioned out of the cafeteria into the individual
classrooms. This mother recalled the expectation for her daughter, Adrian to also sign the
contract.
We gots to keep the copy in the student handbook, but I remembered we had to sign
when we got to her class. The teacher had gave us the copy and me and Adrian both
signed. We was told how I can help Adrian with her work she bring home. Adrian
brings home her folder and I gots to sign it, but the teacher told me at Open House.
Victoria’s Open House provided the opportunity for parents to review the contract contents and
expectations followed by the acknowledgement through their signature. Parents were not the
only stakeholder group to be responsible for the contract expectations, because the contract for
Victoria Preparatory outlined expectations for parents, students, and school staff. The shared
expectations included supporting and empowering parents through the development of a schoolhome connection.
Learning at Home
Supporting parents in extending the learning beyond the school day was reflected in the
parent contract through the expectation for maintaining academic standards.
I agree to support my child by maintaining high academic and behavioral standards. I
agree to check my child’s homework every night to ensure it is completed thoroughly and
on time. I accept responsibility as a partner in my child’s learning. (para. 3)
Parents identified the accountability they felt to support their student(s) in maintaining high
academic standards, through homework completion.
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I know I need to help with her homework. She goes to tutoring on Tuesday and Thursday
and stays after school. They help her then. I help her on the other days. When I signed
her up to come to this school, I knew I had to help her do what she needed to do. (V2F)
Similarly, Parent V1F explained the responsibility she felt to ensure her student completed the
homework, sensing the possible impact on academic achievement.
She gotta keep her grades up to go to this school, cause she said she want to go to the
good high school. The teacher works with her to check the homework and if she is
struggling. I get the homework back and we have to study more. The teacher gave her
number at the first part of school. She will help if I write a note or call.
Parent V5M explained how the teachers provided support for parents through explanation of the
math curriculum, which seemed to be newer to the school.
He got mad with some of his math. I try to help him, but it was good that the teacher
helped us parents. We had a meeting in his classroom and the teacher showed us how to
do some of the math and where we could find stuff to help. He gets to go to tutoring at
school. It helps, cause I don’t know the math.
Victoria Preparatory 7th Grade teachers held a Parent Data Dig in the library one morning
before school. The teachers explained how they took parent feedback to determine when to
schedule parent events and decided to try the morning time. Parents entered the library, with
their student(s) in tow, and were seated around tables situated throughout the room. Two
teachers presented to the five parent participants. The teachers presented parents with formative
assessment data associated with their child’s assessment. Parents were provided data for both
the reading and the math assessments, followed by resources to support the assessment domains.
Teachers worked with the parents to understand the data, which also showed student progress
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from test one to test two. During the session, parent participants commented on the usefulness of
the session.
I appreciate ya’ll going over this, so I know how my son is doing on his test. He tells me
about the tests, but I never get to see how he does. We go to the library sometimes and
now we know what to get on the computer and work on to help him.
Another female participant commented on the timeliness of the session. Similar to the previous
parent, this mother noted the impact to parent efficacy with supporting student work at home.
We needed this earlier in the year. I know I have to help my child, but I don’t always
know how. This is great with the resources. I feel better about helping with Meagan’s
homework and what we can do to study.
Parents felt responsible for assisting with homework and home; even though the school
offered after school tutoring for students. It was unclear as to how students received the tutoring,
but parents seemed grateful for the increased school-based support. Parents often noted their
lack of self-efficacy for supporting the academic standards through home-based learning
opportunities. As reflected through interview and observation data, parents referenced the
support of school staff in providing resources and assistance.
Parenting
Parents shared their desire for continued guidance from the school, to adequately support
their student’s learning. Providing resources to assist with learning at home was further
strengthened through the continued support for parents to maintain their student’s attendance.
Within the Victoria Family Contract was the expectation for parents to be actively involved in
promoting student attendance and accepting responsibility for student actions. These
expectations aligned with the role of parenting, allowing parents to reinforce student
responsibility and accountability through parental actions.
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Students must be present at school for learning to positively impact student achievement.
The Victoria Parent Contract specified the following, “I will ensure my child arrives to school
on time and attends classes prepared to work” (para. 3). This expectation for student attendance
was listed as the initial responsibility, in the list of parental responsibilities, emphasizing its
importance. Findings from parent interviews supported the parent accountability aligned with
student attendance.
Parents mentioned accountability for student attendance as they explained the schoolwide protocol for attendance documentation. Two parent interview participants referred to the
school’s attention to contacting parents when students were absent over two consecutive days.
The school requires us to call or write a note if my child is absent or late a lot. I think
it’s a good idea. They know they need to be at school so they can learn. If they ain’t at
school they not gonna learn what they need to have success. (V1F)
Parents were required to notify the school via phone call or written documentation, as
justification for their student’s absence.
I keep my granddaughters and I got a call from one of the teachers and then somebody
from the office, because they was absent. They had to go to their daddy’s house and
there wasn’t anything I could do about it. I know they missed school. The school told
me I needed to get them back in school or I would need to come up to the school for a
meeting. (V3M)
During the spring semester, the administration at Victoria Preparatory held a parent
meeting focused on recognizing and addressing the barriers for student attendance. During the
observed attendance meeting, a group of 19 parents were gathered in a small classroom. A table
was situated outside the classroom door, where parents were required to check-in before
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entering. Parents were seated at five tables of varying sizes around the room. Tables lined the
perimeter of the room filled with resources to support parents to improve student attendance.
The support resources ranged from child-care, food services, to healthcare services.
Two of the front office staff began the meeting by explaining the importance of student
attendance and why the specific parents had received a summons for participation in the Parent
Attendance Meeting. A few parents around the room became disgruntled and shared their
confusion about being required to attend the meeting. A female attendee commented:
I ain’t got time for this, because I gotta be at work. I don’t even know why I’m here.
A male participant shared similar confusion:
So you’re saying I didn’t send a note about my girls’ absences? How do I get a note for
one of my girls but not the other? I know they were absent because of lice, but ya’ll sent
them home. What am I post to do, if it’s school policy?
The school staff attempted to explain that the parents in attendance had not followed the formal
protocol for sending proper documentation for students’ absences or their student had excessive
absenteeism. At this point, a female representative for the local district attorney’s office inserted
herself into the discussion. She presented specific truancy information, reiterating the
relationship between student attendance and academic success. When presented with the
opportunity for dialogue, parent questions and concerns focused on the school’s protocol for
recording absences and timeliness for reciprocal communication. A female parent shared her
frustration with lack of communication about her son not bringing a note to school:
Wait, so you telling me that I ain’t sent no note. I try my best but I guess he ain’t giving
to the teacher or something. I know I put it in his folder. Don’t the teacher know to look
for it?
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To assist in easing parent frustration the front office staff addressed the need for parents
to communicate with the teacher, either by phone call or physically visiting the school to talk to
someone at the school. The session ended with parent attendees invited to visit the tables around
the perimeter of the room, to gather resources and converse with the representatives at each
table.
Victoria College Preparatory valued student attendance and worked to support parents in
developing a proactive plan for addressing the barriers of daily attendance. Parent interview
participants shared their recognition of the attendance policies, yet the parents required to attend
the attendance meeting felt confused by the communication process. Communication was vital
to the relationship between home and school, as evidenced through the school’s expectation and
support for student attendance.
Communicating
Within the Family Contract, communication directly followed the parental expectation to
support student attendance. The need for communication was evident through the following
parental expectations: “I agree to communicate regularly with my child’s teachers and advisors.
I agree to attend all parent-teacher conferences” (para. 4). As parents explained how the Family
Contract was originally communicated, they further elaborated on the school’s common modes
of communication.
Weekly communication between home and school was maintained through the use of
weekly take home folders. Parents referenced the weekly folders as consistent form of
communication, where the school required the parental signature as documentation.
The teachers send her homework in her weekly folder. She make me sign her folder and
send it back. I think her teacher checks it when she turn it in. I call the teacher when she
don’t answer what I write in her folder. (V2F)
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Similarly, Parent V5M explained how he communicated with teachers through the use of his
son’s weekly folder.
The school send home folders and I got to sign. He puts his homework in it and the
teacher will send notes. I call the teachers and leave a message. The teacher will write
me a note in his folder.
Parents understood the use of the folders and valued the consistency of the folder. Parent
responses were mixed when referencing methods of communication beyond the weekly folders.
Parent V1F desired to be contacted regularly, outlining her chosen methods of communication.
Yeah, I really wish the teachers would email or even post stuff on the internet. They
could send me stuff to help. My voicemail be full. I don’t always check it. I need to. I
think a lot of people have the internet on their phones.
Parent V3M explained the importance he felt for communicating with school staff and being
available to support his students.
The teachers will call me if I need to help. They tell me if I need to come up to the
school. I think the teachers do a good job to help parents. One of my girls gets in trouble
and I got to go up to the school.
Victoria College Preparatory preferred consistent communication between home and
school, strengthened by regular parent-teacher conferences. As parents explained the methods of
communication, the implementation of parent-teacher conferences was also identified. Parents
explained the responsibility they felt for attending parent-teacher meetings.
I try to go up to the school and meet with their teachers. Since I got two granddaughters,
I try to make it to both teachers. The teachers are helpful and tell me what to work on. I
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try to help at home when I can. One of the girls works harder and I sure hope her sister
learns. (V3M)
Parent V4F referenced communication regrading parent-teacher meetings and further explained
the focus on her daughter’s academic progress:
The teacher send notes in her folder. It helps to go meet with the teacher. We usually got
to sign-up for a time to meet with her teachers. I talked to the teacher about how Adrian
reads. She usually has trouble. The teacher told me how she gets extra help in class and
she meets with the teacher extra. I also get stuff to help her at home. Adrian uses my
phone to work on games the teacher tells us about.
Parent V1F also explained the responsibility she felt for communicating with her daughter’s
teachers, on a regular basis.
The school will have parent-teacher conferences, maybe about two or three times. I try to
make sure to go and talk to her teachers. I need to know more about how she’s doing. I
keep a check her grades. The teachers tell me how she works hard and most of the time
she is good. They help me with her math, cause it can be hard. I can make sure she keep
her grades up.
Parents appreciated the parent-teacher conference time, as a time to identify specific strengths
and struggles of their student(s). Facilitation of parent-teacher conferences seemed to serve as
the common method for in-person conversations.
Communication between parents and teachers was a key component to the
implementation of the Family Contract to develop a sense of school community. Parents
identified their sense of responsibility to support both academics and school attendance. The
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communication between teachers and parents was vital to the development of a partnership
between school and home.
Collaborative Relationship
Phrases such as, “The school community must work together,” and “Responsibilities as
active participants within the community,” were repeated throughout the school’s Family
Contract. The final line of both the parental and teacher list of expectations, included the
acceptance of the shared partnership. This shared partnership was extended to collaboration
between parents and teachers within the Parent Teacher Organization (PTO). The specific
reference to the PTO was not evident in the Family Contract. Parents identified their experience
with the Parent Teacher Organization as the stage for furthering their involvement in campusbased events, allowing them to serve as active participants in the school community.
Volunteering
Parents had the option to join the PTO and recalled being presented with the opportunity
to join during Parent Open House night, the same night the Family Contract was presented. PTO
membership was presented to parents as a way to support the school community through
collaboration with other parents and teachers, as seen through the following parent explanation:
I wanted to be more involved. I joined with the PTO, when I can. When she was in
elementary I would help alot. This year, I worked to get people to sign-up with the
school carnival. I don’t mind helping with things at the school. (Parent V1F)
The following reflects the explanation provided by Parent V4F regarding PTO membership
expectations and how it was initially presented to parents:
The teachers always want parents to join the PTO. We’s trying to get a parent in charge,
maybe help the teacher. With the PTO, I gets to help with things at school. I have to for
the PTO. They said when I joined that we had to help with things at school.
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Parents seemed to be held accountable through the requirement of volunteer time, upon
choosing to be members of the PTO. Parent V4F share the following requirement:
If we want to be in the PTO, we got to volunteer two hours.
Volunteering could take place inside the classrooms or through after school functions and
events. Parent V2F explained her involvement:
When I don’t gotta work, I go up to the school to help. They said I gots to be able to do
two hours by the end of the year. That ain’t too much. I had helped in the cafeteria and
at the book fair. I wish there was more parents to help with these kids.
The Family Contract did not specify the expectation for parents to partake in volunteer
opportunities at the school; although, teachers were expected to provide families with volunteer
opportunities. The PTO possibly served as the opportunity teachers were working towards
providing parents, as an outlet for improved collaboration.
No parent mentioned any involvement in developing the parent contract; though the
parents familiar with the PTO felt the need for the group to be involved in more decision making
opportunities. Parent V2F explained her role with the contract:
I didn’t decide on the contract, but we plan school activities to help our kids enjoy school.
Parents referenced the possibility of an annual Family Contract review, as evident through the
following comments:
The PTO is post to go over the contract every year. We just make sure everybody had a
copy of the handbook. (Parent V4F)
Another parent briefly recalled the mention of the parent contract:
One time the teacher told us about the contract. I thought she said we was gonna add
some stuff. We ain’t never did that. (Parent V1F)
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Summary: Victoria College Preparatory
Data collected from Victoria Preparatory incorporated analysis of the Family Contract,
findings from five parent interviews, and observation of two parent involvement activities (see
Table 5). Victoria College Preparatory parents viewed the parent contracts as a method to
recognize the shared responsibility between students, parents, and teachers. This shared
responsibility was evident through the alignment of parent involvement with the expectations of
the Family Contract.
Parents explained their level of parental involvement as dictated according to student
need or parent self-efficacy in supporting their student’s needs. Parents did not directly
reference the parent contract as the trigger for their methods of involvement and communication
with the school; although they did recall the initial sharing and explanation of the contract.
Parental involvement in the development of the contract was lacking, with little reference
made in relationship to the PTO. The school’s intention seemed to be developing a stage for
inclusion in decision making. There was no evidence supporting the involvement in developing
or amending the parent contract.
School 3: Lancaster Academy Charter School
This section will examine the data collected from Lancaster Academy, including analysis
of the parent contract, findings from five parent interviews, and observation of a parental
involvement activity. Analysis of Lancaster Academy data revealed parent contracts impacted
the sense of shared responsibility between the home and the school. Parents also identified the
expectation for a collaborative relationship with staff, regarding parental involvement in decision
making.
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Interview participants included five Lancaster Academy parents, comprised of five
female parents (see Table 5). A literacy focused family event was also observed. Since the
parent participants during the observed activity varied from those interviewed, the observation
protocol focused on the meeting content and outcomes. The observation content was crossanalyzed with the findings associated with the parent contract and interview data.
Demographics and Contract
At the time of this study, Lancaster Academy Charter prepared sixth grade students to
succeed as productive members of their communities and find success in the collegiate setting.
Lancaster was located in the northeastern United States. The school was situated in the heart of a
historical district within a large metropolitan area. Lancaster Academy was in its inaugural year
of operation, during this study. The school served approximately 90 sixth grade students, with
future plans of expanding to serve 630 students in grades six through twelve. The school was
situated in an area considered to have the highest percentage of families living below the poverty
line, within the state. The student population at Lancaster included 79% economically
disadvantaged students and a racial/ethnic composition of 84% Hispanic, 12% African
American, and 3% White.
An initial step of this study included receipt of Lancaster Academy’s parent contract,
provided by the head of the school. The parent contract was entitled Lancaster Academy Charter
School Student and Family Accountability Contract. According to the administrator, and
validated by the parents, the parent handbook with the Family Accountability Contract was
presented to parents during registration night. Registration night was held the week prior to the
return of students to class. An official parent meeting was held during Open House night. Open
House provided the opportunity for Lancaster administration to formally present the parent
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contract contents and purpose. The Head of Lancaster Academy presented the Family
Accountability Contract as the outline of key responsibilities for all members of the Lancaster
Academy community. Throughout the contract the FIRST values of the school were referenced,
which served as Lancaster Academy core values. FIRST values included the following: focus,
integrity, respect, selfless service, and tenacity. These FIRST values were woven throughout
each section of the contract and aligned with expectations for all stakeholder groups.
The contract contents were organized according to key school community member
groups: School Commitment, Parent/Guardian Commitment, and Student Commitment. The
introduction of the contract shared the appreciation for families becoming members of the
Lancaster Academy community. Aligned with the gratitude, was the expectation of families to
be committed to their student’s success:
To achieve our mission of preparing all students to succeed within the college of their
choice and to be positive, engaged members of their communities, we must work
together. We are committed to ensuring that families and students have a full and clear
understanding of our team’s responsibilities and commitment to education your
student(s). (p. 6)
At the center of the contract was the impact to student success, supported through the shared
responsibility of staff, parents, and students. Parents and students acknowledged the contract by
signing at the bottom of the form. Each line of the parent commitment section began with “I”,
indicating the recognition and ownership of each defined expectation. The parent and guardian
commitment section of the contract outlined expectations associated with the following
categories: attendance, academics, behavior, and communication.
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Parental responsibility for student attendance defined the appropriate time for student
arrival to school. Common interruptions to student attendance were identified, as the excerpt
reveals:
I will ensure that my student comes to school every day and is on time by 7:40 a.m. I
will not schedule family vacations during school times. I will do my best to schedule
important appointments for out of school time. (p. 7)
Parents were required to take ownership of valuing their student’s education through the
recognition of school attendance.
Parental responsibility for student attendance was important, because of the possible
direct impact to student academic success. Student academic success was central to the Family
Accountability Contract. Supporting student learning was reflected through parental support for
learning at home. Parents agreed to the following:
I will provide a quiet place to study and see that my student completes homework. I will
check my student’s homework every night. I will sign my student’s homework. I will
help my student study for tests/quizzes, give them support when they need help and
praise them when they do well. (p. 7)
The contract assisted in parents developing a routine for student work completion and identifying
an appropriate work space within the home. Student homework was to be completed and signed
by the parent, indicating parental recognition of the student’s work. Parents were also reminded
to support and provide positive reinforcement for their student’s dedication to academics.
Beyond the support of homework within the home, parents were also accountable for
monitoring student behavior. Parent signatures were also expected on their student’s FIRST
Report. This report was aligned to the FIRST core values and was sent home weekly, as a
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communication between school and home. The FIRST report addressed student behavioral
choices at school, as related to Lancaster’s core values. The Family Accountability Contract
included the following expectation associated with the FIRST Report:
I understand that my student will serve Friday Extension if his/her weekly FIRST Report
is below a 70. (p. 8)
Parental monitoring of student behavior often included the negative consequences of student
school-based violations of the behavior code. This was reinforced through the following:
If my student’s behavior breaches our school’s Code of Conduct, FIRST values, or other
school guiding principles and I am asked to come to school immediately, I will commit to
meeting this obligation. If my student receives an Out-of School Suspension, I will
remove my student from the building until my student has fulfilled the terms of his/her
suspension.
Parents were to be aware of the possible negative consequences associated with a breach of the
school’s student code of conduct. Within the expectations for parental support of behavior,
suggestions for a pro-active approach or recommendations of parent strategies were lacking.
The final list of the parent expectations outlined parental support for purposeful
communication between home and school. The Family Accountability Contract outlined the
need for parents to serve as active members of the school community, as reflected in the
following excerpt:
I agree to work as part of a team with the staff to achieve the academic success and
behavioral growth of my student. I commit to returning phone calls, reviewing, and
signing any and all documentation sent home, including but not limited to progress
reports and FIRST Reports. I will attend parent-teacher conferences and meetings. (p. 8)
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The mission of the school to impact student success was again referenced for parental support.
Parents were expected to maintain communication in response to staff communication and
scheduled parent meetings.
The parent contract for Lancaster Academy Charter outlined the shared responsibilities
for key stakeholders, expanding upon the commitments and expectations for parents. Parental
active participation was highlighted as a key lever in progressing towards the school’s mission of
providing the best possible education for all students.
The following section will document the findings by theme, when cross-analyzed with
Lancaster Academy parent interview and observation data.
Shared Responsibility
As referenced earlier, Lancaster’s Student and Family Accountability Contract was
initially shared during registration and was included as a component of the Family Handbook. A
formal presentation of the contract contents was provided by administration during Open House
night. During this time parents recalled the presentation by the administrator as a tool to
communicate expectations. Parent L2F explained the expectations for active parental
involvement:
I think we got it at Open House. I know it was at the beginning of the year. They gave it
to us to make sure we got to stay involved in what my child is doing in school. We had
to all sign it.
Parent L4F also recalled the presentation of the parent contract and the inclusion of the school
values for student success:
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Yeah, they gave it to us at the beginning of the year. It’s in the handbook, I think. They
went over it and told us what we needed to do to help. They made it sound like all of us
is involved. I just like to know what I’m post to do.
Parent L1F shared a similar recollection of the initial presentation, as well as shared her concern:
When I went to Open House, they tell me what they want me to do. They gave us
something to sign. I know what I will do. They want me to help teach her. I don’t know
why I help her. Her teacher help her at school.
This parent recalled the presentation as clarifying expectations but was confused as to why the
school outlined expectations for the families. Interviewed parents recalled receiving the contract
as a list of expectations, for which they were accountable through their acknowledgement of the
contract contents.
Parents agreed on the timeline of the contract implementation, with the Student and
Family Accountability Contract shared at the beginning of the school year. Parents viewed the
contract as an initial phase to beginning a partnership with the school. Following an explanation
of their knowledge of the contract, parents further described their types of involvement at the
school, for which they felt accountable.
Learning at Home
Lancaster’s Student and Family Accountability Contract included the expectation for
parents to extend student learning beyond the school building. Parents were expected to develop
a routine and provide reinforcement for student learning at home. The parental expectation for
learning at home support included the following:
I will provide a quiet place to study and see that my student completes the homework.
(p. 7)
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When asked to elaborate on the purpose of the parent contract, parents articulated their sense of
responsibility to reinforce school-based support. Supporting learning at home was a priority for
both the school and parents. Parent L3F explained how the contract affected her involvement
with her daughter’s education:
As the parent, I wanted to know what she was doing at school. I needed to be more up
with her work. I tried to make sure I could go to school meetings. The teachers do a good
job. I go cause I need help to help her.
Parent L2F also referenced her sense of responsibility for reinforcing school-based learning:
I want to be aware of what he doing every day in school. I checks the homework and
sign. He said he goes over it in class. Sometimes I can help him. I can’t always help,
cause I don’t do math good. (L2F)
Parents felt responsible for reinforcing school-based support through learning at home, as
evident from parent comments. As parents continued to reference their responsibility for
learning at home, they also expounded upon the support they received from the school. Parent
L5F explained her recollection of going over homework policy during a parent-teacher meeting
and the expectation she felt for support her student at home:
The head of the school explained the contract when we was at the first meeting. The
contract told us parents what to do to help. I like that we know what to do. I’m going to
help my baby anyways. I always help with her homework. She a good reader. She has
got to read at night. Her teacher will send things home for her to read.
Similarly, Parent L2F explained the school’s support for learning at home:
I help him with homework when he gets home. I talked to his teacher and she gave me
stuff to help. He also got things he can do on the computer, but we gots to go to the

88

library for that.
Parent L1F shared her experience with the contract, explaining how it left her confused as to her
role as a parent:
They said I need to help Samantha with her homework. I don’t know to help. Her dad
got her a tutor to help. The tutor come and tell her what to do. I not know what to do to
help. The tutor help her do her homework and study.
Further evidence of the shared responsibility for learning at home was observed during a schoolbased literacy event for parents. The following school-based literacy event for parents is
documented here.
This observed Literacy Night took place one evening at the school building. Families
visited the gymnasium for family literacy activities. Approximately six tables were scattered
around the gym, stationed with two to three teachers. Literacy activities were placed at each
table: matching activities, reading passages, and identifying comprehension questions, etc.
Families visited the table, at their leisure, with their student(s) in tow. Teachers manned each
table, to explain the game to the families. Families were then allowed to work through the tasks.
As parents exited the gym, they receive a bag composed of game instructions and
materials to begin utilizing within the home. Once parents received the materials, a few
commented on their appreciation for the take-home materials. This was evident through the
following parent comment:
Thank you, we can use these, can’t we Amelia? I wondered if we was going to get
something to take home. I always need stuff to help. It helps to know what they are
doing here. Are we going to have a math night?
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Another attendee expressed her appreciation for the materials to strengthen what she was already
doing at home:
I hate to ask you for help. I don’t want to bother the teachers. Sometimes I really need to
know how to help Julio. I think we can use these at home. I hope I remember what to
do. I try to be a good parent and help him at home.
Parents intrinsically felt the need to support student homework; although, they felt
uncomfortable, at times, with student assigned homework. According to the parent responses,
assisting with homework was a task for which they felt responsible, apart from the contract
expectations.
Parenting
Support for homework was the second category of responsibilities and expectations for
parents. Within Lancaster’s Student and Family Accountability Contract, parents were also
expected to support student attendance. During parent interviews, parents often referenced how
the contract set the expectations for their role as parents. Parent L3F commented:
They try to make sure the parents stay involved. Parents need to know how to help they
kids. I think some parents just sign it. They don’t always follow it. I try to do what my
baby need. I need to help her do her best.
While this parent shared her concern that not all parents actually followed the parent contract,
other parents referenced their accountability for ensuring student attendance. Parent L4F
explained how her role as a parent was to be responsible for her son’s attendance, as evident
through the following response:
I gotta make sure he get to school. I know that's what I need to do. The school call if he
not at school. They help to make sure he at school.
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Similarly, Parent L5F shared her experience with maintaining student attendance:
They make sure she at school to learn. They don’t like it for me to take her out of school.
They tell me to do things after school, so she can be in school. I know she need to be in
school, but sometime it hard.
Parents explained their responsibility for student attendance and referenced the school’s
reinforcement of their student’s attendance. The Student and Family Accountability identified
parental responsibility for student attendance; although, parents did not directly reference the
contract when explaining attendance, they mentioned that the school contacted the parent. This
contact held the parents accountable for their role as a parent to ensure student school attendance.
Communicating
Lancaster’s Student and Family Accountability Contract, included the following
expectations for communication:
I commit to returning phone calls, review, and signing any and all documentation sent
home. I will attend parent-teacher conferences and meeting about my student’s academic
and behavioral trajectories. (p. 8)
During the parent interviews, parents referenced the current methods for communication, as well
as provided their recommendations for future improvement. Parents shared that Lancaster
teachers would often communicate with the parent as student concerns developed. Parent L2F
explained communication regarding student behavior:
Teachers have called me when they need me to take care of his behavior. He don’t
always get in trouble. I just try to talk to him on the phone. He get in trouble when he
get home.
The teacher contacted parents when support for student misbehavior was warranted. A parent
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also referenced teacher communication regarding homework support. Parent L5F explained
teacher communication for her daughter’s school work:
The teacher calls me if she missing work or homework. The teachers do a good job.
They get her the education she needs. I like that she calls me to tell me about her work.
That way I know what to make sure she completes. She don’t need no bad grade.
The common sentiment was for parents to communicate with teachers as concerns or issues
arose, regarding their child. Parents were expected to respond to teacher correspondence, which
parents commented as being valuable. One parent expressed desire for Lancaster’s improvement
to communication:
I think they could reach out to us in our email. The school could also post on their
website. I like to know what all they are doing at school. I try to go to the school
meetings like when the parents meet or the teacher gets the parents to meet. (L3F)
Parents understood their expectations for communication and desired to stay abreast of
their child’s progress and performance. Parental communication at Lancaster was often
prompted by the school staff, rather than parents being able to contact the teachers as needed.
Collaborative Relationship
The Student and Family Accountability Contract was presented to parents as an outline of
expectations to which they were held accountable. These expectations and the associated
accountability were presented as a method for ensuring all school community members worked
collaboratively, as documented in the contract that says: “To achieve our mission……we must
work together” (p. 6). Working together did not necessarily indicate members of the school
community would have equal voice. Throughout the parent interviews, parents expressed their
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lack of involvement in decision making roles. Parents were expected to agree to work as part of
a team with Lancaster Academy staff.
Volunteer Opportunities
There were minimal opportunities for parent volunteer opportunities, according to the
parent perspective. Parent L4F explained the necessity of parental choice, as evidenced through
the following comment:
The contract is like a list of things we got to do. Parents should have choices to choose
how they help. We should also be able to give our input.
Parent L2F made recommendations for future parental involvement opportunities:
We need more involvement in the school. Parents need to be able to help teachers. We
don’t really get to give what we think to the teachers. They, most of the time, tell parents
what to do to help.
Parent L3F shared a similar perspective for increased parent volunteer opportunities:
They need to have more stuff for parents to help the school. Parents should be able to tell
what we think for our involvement. No, they never asked us what we think about the
contract. Parents should stay involved from the beginning.
Volunteer opportunities for parents were minimal at Lancaster Academy; although,
parents expressed a desire to be involved. The lack of a collaborative relationship also impacted
the opportunities for parent decision making. No parent referenced their involvement in
developing the parent contract or providing feedback.
Summary: Lancaster Academy
Data collected from Lancaster Academy Charter included analysis of the parent contract,
five parent interviews, and an observation of a parent involvement activity (see Table 5).
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Findings from these data indicated that the methods for parental involvement aligned with many
of the intended parent expectations outlined in the Student and Family Accountability Contract.
When parents were prompted to explain how the school’s use of the parent contract
impacted their parental involvement, parents initially referenced the purpose of the contract to
outline the expectations. As the conversation continued it became evident of parental desire to
support their student, based on individual student needs and parent comfort level.
Parental involvement in the contract development was not evident through the parent
interviews or observed parental involvement activities. Parents expressed a desire to support the
school through their involvement in volunteer opportunities and serve in decision making roles.
Parents were offered minimal opportunities for these types of involvement at Lancaster
Academy. Parents were expected to work collaboratively with the staff, yet there was little
evidence to suggest they were offered the opportunity.
Cross-Case Findings and Analysis
This section provides answers to the two research questions from findings across all three
school sites. With cross-case analysis, “the researcher attempts to build a general explanation
that fits each of the individual cases, even though the cases will vary in their details” (Merriam,
1998, p. 195). Following open coding to identify the emerging themes, parent participant
comments were also aligned to the final two themes: responsibility and collaboration.
Observations of five parental involvement activities were completed and parents were
interviewed until saturation was achieved. Observations were completed as a demonstration of
norms, to determine what was acceptable, for parental involvement activities at each school site.
Artifacts included the parent contract from each school site (see Table 5: Data Sources). For a
complete review of data collection methodologies, please see Chapter 3.
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Demographics and Contracts
The three charter schools all served students in middle school grades, ranging from 5th to
8th grades. The longevity of the three schools ranged from Lancaster’s initial year of operation,
Victoria in year seven, and Kensington for fifteen years. The student body sizes varied, with the
newly developed Lancaster Academy supporting the fewest, serving 90 students in the 6th grade.
Kensington was the largest student population in grades 5th through 8th, with a student body of
265. Victoria consisted of grades 6th through 8th, with a population of 130 students. All three
schools were located in metropolitan areas, with Kensington and Victoria located in the
southeastern region of the United States. Lancaster was the lone school located in the
northeastern region of the United States. All three schools served a disadvantaged student body
population of 75% and above: Kensington (82%), Lancaster (79%), and Victoria (75%).
Student ethnicity was also notable difference (see Table 6: Cross-case Analysis of Student
Demographics).

Table 6
Cross-case Analysis of Student Demographics
Kensington

Victoria

Lancaster

Years of Operation

15

7

1

Student Population

265

130

90

Disadvantaged

82%

75%

79%

African American

97%

98%

12%

Hispanic

2%

1%

84%

White

1%

1%

4%
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The parent contracts across each school were developed to outline parent commitments
and expectations to the school community. The shared responsibility between home and school
was evidenced through the inclusion of expectations for students, parents, and school staff.
Parent signatures were required on all contracts. However, Victoria College Preparatory was the
only school whose contract required the signature of all three invested parties.
Interwoven throughout two of the parent contracts were each school’s core values.
Kensington’s contract was organized according to the core values, which clearly defined the
parental responsibility for supporting those core values. The parent contract for Lancaster
Academy referenced the core values when outlining the expectation for parental communication.
Victoria did not specifically list the core values, though the tone of the contract, which valued the
development of a respectful school environment, was evidenced through the introduction section.
This introduction section repeatedly referenced the school’s cultural expectations and necessary
parental support.
Shared Responsibility
Epstein has identified the Spheres of Influence as the shared responsibilities of the
school, family, and community to impact student success. These shared responsibilities assist in
developing a collaborative partnership between school and home. As viewed through the lens of
the Spheres of Influence, “All stakeholders have active roles in developing productive
partnerships and in improving and sustaining their work over time” (Epstein & Jansorn, 2004, p.
20). The findings of this study confirmed the Spheres of Influence associated with a school’s use
of parent contracts. Parents at each of the schools viewed the parent contracts as a tool to impact
the shared responsibility and collaborative partnership between parents, students, and school
staff.
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The timing of the initial sharing of the school contracts were all similar. This timing was
purposeful to set the tone of the school year, allowing parents to identify and acknowledge their
expectations. Across all three schools, the administrator presented the parent contract during a
Registration or Open House Night. Parents recalled the link made to the school’s values.
Kensington parents explained that the administrator outlined the shared expectations and
connected the expectations to the school’s core values. Parents at Kensington and Lancaster
explained that the core values were outlined and included within the parent contract expectations.
Parents at Victoria recalled that the administrator explained the importance of parents and
teachers taking responsibility for student success, although no link was made to school values.
As referenced earlier with the contract contents, the inclusion of the school’s core values assisted
in setting the tone and purpose of the contract. Parents interviewed for this study did not speak
negatively of the contract, rather explained their responsibility to support their students’
education.
As parents described their involvement in their student’s education, clearly Kensington
and Victoria, experience a strong connection between home and school. Parents at both sites felt
comfortable enough to reach out to the teachers for assistance with homework. As behavior
issues would arise, parents at both schools valued teacher communication. There was a sense of
shared responsibility at both Kensington and Victoria. While Lancaster parents understood the
setting of expectations for school and home, they more often referenced the parent
responsibilities as a reinforcement of school support. These parents identified methods for
supporting their student at home, rather than reaching out to school staff for assistance or
guidance. Though the content of each parent contract varied, parents in all three schools shared

97

similar perspectives regarding the contracts’ purpose as defining parent expectations for
involvement.
Across all three schools, it was clear that parental involvement opportunities linked to the
school’s expectations within the parent contract. As parents were asked to explain the impact the
contract had on their involvement, parents identified their involvement depending upon each
student’s needs. According to the parent perspective, parental support for their student’s
education was inherent to their role as a parent. Similarly, parents across all three schools
supported their student’s specific academic and behavioral needs. The parent contract at
Kensington included an expectation of parental involvement in school-based activities.
Kensington parents explained their involvement in school activities, aligned with their students’
interests in extra-curricular activities. Parent K5F and K3M both spoke to their attendance at
school-based events as aligned with their student’ extra-curricular activities. Victoria and
Lancaster parents spoke more of their attendance at parent events and communication with the
teacher, as dependent upon the academic and behavioral needs of their student. Parents
explained their level of parental involvement as dictated according to student need or parent selfefficacy in supporting their student’s needs. Parents did not directly reference the parent contract
as the trigger for their methods of involvement with any of the three schools.
There was no evidence to support a formalized system of accountability for any of the
three parent contracts. Instead, parental self-induced accountability was evidenced. Parents
explained their responsibility for involvement in their child’s education as inherent to their
parenting role. Parents explained their understanding of the contract as a tool to outline the
expectations for parental involvement.
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Collaborative Relationship
Although parents were the focus of the contracts, through explanation of parental
involvement, the desired partnership between school and home was evident. Parents at
Kensington and Victoria both referenced volunteer opportunities and involvement in the school’s
parent-teacher organization. Lancaster was in the inaugural year of operation with no formal
parent-teacher organization mentioned by the parents.
The parent-teacher organization served as a stage for parent collaboration with school
staff; although parent input was minimal. Table 7 reflects the schools with an active parentteacher organization. Interview data from Kensington and Victoria revealed parental knowledge
or involvement in the PTO. Three of the five Victoria parents recalled the joint effort of the PTO
to present and support the instillation of the parent contract. These three parents mentioned their
involvement with the PTO. No parent mentioned the involvement in developing the parent
contract; though three parents felt the need for the PTO to be involved in an annual review of the
contract, as seen through parent V4F’s comment, “The PTO is supposed to go over the contract
every year. We just make sure everybody has a copy.” Kensington parents shared a similar
perspective associated with the PTO and parent contract. Parent K1F recalled an expectation of
the PTO to review and modify the parent contract on an annual basis. Similar to Victoria’s PTO,
parental involvement in decision making for the parent contract never came to fruition.
Leadership for these two PTOs was unclear. Parents referenced the leadership of school staff
when explaining the role of the PTO. A PTO meeting was observed at Kensington, with the
teacher serving as the facilitator. During the meeting, this same teacher commented on the need
for a parent leader. Lancaster lacked an active PTO, but parents shared their willingness to be
involved and desire for future opportunities for involvement in decision making.
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Each of the three parent contracts outlined parental responsibility associated with the
development of a collaborative relationship between home and school. Kensington’s parent
contract described ‘finding ways to volunteer’ as a specific expectation for parents to be actively
involved in the school community. Both Victoria’s and Lancaster’s parent contracts provided
expectations that parents would serve as active members of the school community. Parents
across all three sites shared the sentiment for an increase in volunteer opportunities, allowing an
increase to their involvement their input and perspective to impact the school community.

Table 7
Parent Decision Making Opportunities

Kensington

Victoria

Lancaster

Active PTO

Yes

Yes

No

Parent PTO Leader

No

No

No

Involved in Parent Contract Development

No

No

No

Parents Interested in Contract Development

Yes

Yes

Yes
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Summary: Cross-Case Findings and Analysis
Parents across all three cases supported the parent contracts as a chosen method for their
schools to communicate the shared responsibility between home and school. This shared
responsibility was evident through the alignment of parent involvement with parent contract
expectations. Parent identification of their roles and responsibilities for learning at home,
parenting, and communicating were also aligned with the parent contract expectations. Although
parental involvement opportunities aligned to parent contract expectations, there was no
evidence identifying a direct correlation between the two. Parents explained their level of
parental involvement as dictated according to student needs or parent self-efficacy to support
those student needs. Parents did not directly reference the parent contract as the motivation for
involvement and communication with the school.
Noting that Kensington Academy and Victoria College Preparatory had been in operation
longer, parents from these two schools were able to articulate opportunities for collaboration,
although these opportunities were limited. The continued development of a collaborative
relationship between parents and teachers was apparent through installation of a Parent-Teacher
Organization. Lancaster as a new school did not have an active parent-teacher organization at
the time of this study. The common sentiment among all parents was the desire for improved
parent involvement in collaboration opportunities.
This study found that parents were given limited opportunities for decision making. The
schools had expectations for volunteering or active involvement in the school community yet
lacked collaborative opportunities. The lack of collaborative opportunities for parents hindered
involvement in decision making. Across all three schools, parents articulated the need for parent
voice in decision making.
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Epstein’s Framework: Cross-Case Analysis
This section will examine the data collected through the lens of Epstein’s Framework for
Involvement (Epstein, 1995). This section combined data from the three parent contract
documents, 17 parent interviews, and five observed parental involvement activities. A three-step
process assisted in identifying and categorizing the coding (see Chapter 3 Table 4). Epstein’s
Six Types of Involvement include: Parenting, Communicating, Volunteering, Learning at Home,
Decision Making, and Collaborating with Community.
According to Epstein’s Six Types of Involvement (1995), the parent contracts across all
three cases included components most often aligned to Type 4 Learning at Home, Type 1
Parenting, and Type 2 Communicating. Table 8 reveals the parent contract contents from the
schools in this study disaggregated according to the Six Types of Involvement. Communication
was vital to the shared responsibility between home and school. The shared responsibility also
included the expectation for parents to dedicate time towards reinforcing student learning within
the home. According to the parent perspective, this support for learning at home was inherent to
their role as parents. The contracts devoted fewer expectations for Type 5 Decision Making and
Type 3 Volunteering. Lancaster Academy’s did not reference any expectation associated with
decision making and volunteering. The following sections will view the data through the lens of
Epstein’s Six Types of Involvement by school.
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Table 8
Cross-Case Analysis of Parent Contracts and Epstein’s Six Types of Involvement
Kensington

Victoria

Lancaster

Type 1: Parenting

9

6

5

Type 2: Communicating

9

4

5

Type 3: Volunteering

3

1

0

Type 4: Learning at Home

5

4

3

Type 5: Decision Making

4

2

0

Type 6: Collaborating with
Community

0

1

0

Kensington Academy
The Parent Commitment to Excellence at Kensington Academy included parent
expectations most often associated with Communicating and Parenting. This finding was
validated through the parent interviews and parental involvement observations. Table 9 reflects
the frequency count of each data source aligned with Epstein’s Framework for Involvement
(1995).
Communication was a major theme within the parent contract for Kensington and parents
validated the school’s commitment to support open communication. Kensington parents
experienced a level of comfort with school staff. This comfort empowered parents to
communicate with school staff regarding student homework, behavior, or extra-curricular
activities. The Parent Commitment to Excellence clearly communicated the expectation for
parents to commit to supporting the school’s efforts. Kensington parents described their intrinsic
motivation to support student learning at home. When describing their involvement, interview
participants explained it as their parenting duty, rather than solely an expectation of the school.
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Table 9
Kensington Frequency Counts: Document Analysis, Interviews, and Observations
(Epstein et. al, 2011)
Type 5:
Decision
Making

Type 6:
Collaborating
With
Community

Type 1:
Parenting

Type 2:
Communicating

Type 3:
Volunteering

Type 4:
Learning at
Home

Parent Contract

9

9

3

5

4

0

Observed 6th
Grade Parent
Night

4

3

1

1

0

0

Observed PTO
Meeting

2

4

1

1

0

0

Parent K1F

5

10

6

3

5

4

Parent K2F

4

7

2

2

2

2

Parent K3M

3

4

3

2

2

2

Parent K4F

2

4

2

3

3

3

Parent K5F

4

5

2

4

2

0

Parent K6F

2

4

3

1

2

1

Parent K7M

3

3

1

1

2

1

Data Source
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As outlined in the Parent Commitment to Excellence, Kensington parents were expected
to seek out volunteer opportunities. Parents mentioned their involvement with the PTO, as a
form of volunteer work. Parents were observed during a parent-teacher meeting and spoke of the
opportunity for decision making associated with the PTO. Parents referenced Volunteering and
Decision Making when explaining the opportunities available through PTO membership. There
were limited opportunities for parental involvement in decision making; although it was
referenced four times within the Parent Commitment to Excellence (see Table 9).
Victoria College Preparatory
Entitled Family Contract, the parent contract for Victoria College Preparatory outlined
the responsibilities and expectations most often aligned with Type 1 Parenting. Similar to
Kensington, the goal of the parent contract was to clearly communicate parental expectations.
Parents were a vital party to the success of the student and the school. Table 10 reflects the
disaggregation of frequency counts according to each data source. The expectations were well
defined in the contract and involved supporting the role of parents and developing a system for
communication between home and school. This finding was consistent across parent interviews
and observed parental involvement activities
Type 2 Communicating and Type 4 Learning at Home were secondary to the
expectations for Parenting within the contract. The expectation for communication was
identified within the contract, yet when mentioned by parents it was commonly a point of
contention. Unlike Kensington, Victoria parents mentioned the lack of clear and consistent
communication between home and school. For example, parents explained the responsibility for
which they were held accountable, including the development of a routine for student attendance.
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Table 10
Victoria Frequency Counts: Document Analysis, Interviews, and Observations
(Epstein et. al, 2011)

Type 1:
Parenting

Type 2:
Communicating

Type 3:
Volunteering

Type 4:
Learning at
Home

Type 5:
Decision
Making

Type 6:
Collaborating
With
Community

6

4

1

4

2

1

3

2

1

5

1

0

Observed
Attendance
Meeting

6

10

0

0

1

5

Parent V1F

3

7

3

4

2

0

Parent V2F

2

6

3

4

2

0

Parent V3M

3

4

1

2

0

0

Parent V4F

4

3

3

3

0

0

Parent V5M

5

6

2

4

2

0

Data Source

Parent Contract
Observed 7th
Grade Parent
Meeting
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Related to student attendance, was the parental responsibility for consistent and timely
communication. As observed during an attendance meeting, parents felt communication was
unclear regarding the expectations for documenting student attendance. Communication was
often limited to written correspondence. Parents felt the main form of communication for
Victoria College Preparatory was the weekly student folders and they were charged with
monitoring their student’s folder. Parents were limited to correspondence through writing,
dependent upon the use of these weekly folders.
Parents shared the personal responsibility they felt for maintaining student learning at
home, which was rarely dependent upon the Family Contract expectations. As evidenced
through the observed 7th Grade Parent Data Dig, the school worked to support learning at home
and provide parents with tools to utilize in the home. At this observed event teachers worked
with parents to understand their students’ academic strengths and weaknesses. Parents found
value in the event, which afforded parents the opportunity to build their capacity in addressing
their student’s specific needs.
Similar to Kensington, parents were offered limited opportunities for involvement in
decision making and community collaboration. Parents were not familiar with any expectations
or involvement with community collaboration. Community collaboration was only evidenced
within the parent attendance meeting, since the school brought in outside resources available for
parents. The presence of community resources did not directly indicate a collaboration between
parents and the community. The limited opportunity for parents to serve in a decision making
capacity was linked to volunteering with the PTO. Through the PTO parents were involved in
planning and supporting school events, rather than directly impacting the development of the
parent contract. Parents indicated the possibility of a review of the Family Contract within the
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PTO; although the discussion was limited to the possibility. Parents were never afforded the
opportunity to impact the creation of the parent contract. Volunteering and decision making
were vaguely referenced within the parent contract, which aligned with the parent perspective of
minimal opportunities for involvement in these types.
Lancaster Academy
Lancaster Academy was in its inaugural year of operation which became evident as
parents explained their involvement with the school’s use of the parent contract. Similar to
Kensington and Victoria, the Family Accountability Contract for Victoria identified parental
expectations most frequently aligned with Type 1 Parenting and Type 2 Communicating. Table
11 reveals the frequency count organized according to the Epstein’s Six Types of Involvement
(1995).
Clearly, the Family Accountability Contract outlined expectations associated with
communication and the role of parents. Triangulation of data sources supported the finding of
the focus for Lancaster to develop communication between home and school. Parents
interviewed also identified communication as a focus of the school, with parents supporting
communication provided by the teachers. The commonalities between Parenting and Learning at
Home included parental support and reinforcement of homework and attendance. This support
and reinforcement was outlined within the Family Accountability Contract and parents identified
their associated roles within the home. Volunteering and Decision Making were non-existent
within the Family Accountability Contract. These two types were only referenced as parents
explained areas for improvement for the future.
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Table 11
Lancaster Frequency Counts: Document Analysis, Interviews, and Observations
(Epstein et. al, 2011)

Type 1:
Parenting

Type 2:
Communicating

Type 3:
Volunteering

Type 4:
Learning at
Home

Type 5:
Decision
Making

Type 6:
Collaborating
With
Community

Parent Contract

5

5

0

3

0

0

Observed Family
Literacy Night

2

1

0

4

2

0

Parent L1F

4

4

0

3

0

0

Parent L2F

2

5

3

3

1

0

Parent L3F

3

4

1

4

0

0

Parent L4F

2

2

1

2

0

0

Parent L5F

3

3

0

4

0

0

Data Source
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Summary: Epstein’s Framework Cross-Case Analysis
Through the lens of Epstein’s Framework for Involvement (1995), Type 2
Communicating (32%), Type 1 Parenting (25%), and Type 4 Learning at Home (20%) were the
most common forms of involvement found in this study. Figure 2 reflects the Six Types of
Involvement as aligned with the case study findings of parent contracts as a tool for parental
involvement. This study also sought to identify parental involvement in development of the
parent contract. As reflected in Figure 2, Type 5 Decision Making (10%) opportunities were
minimal.
Type 2 Communicating was identified as developing purposeful two-way communication
between school and home (Epstein, 2001; Epstein et. al, 2011; Epstein & Jansorn, 2004).
Parents felt the parent contract was developed to begin communicating expectations for parents,
students, and staff members. A component of those expectations was to maintain consistent
communication between home and school. Communication factored into the development of the
collaborative relationship between parents and teachers. Communication was a priority for all
parent contract, yet Kensington parents spoke the most positively regarding communication
between home and school. While the priority for communication was also evidenced within the
parent contracts for Victoria and Lancaster, according to the parent perspective communication
was lacking.
Type 1 Parenting described as assisting parents with developing and maintaining a
nurturing home environment, eventually extending to Learning at Home (Epstein, 2001; Epstein
et. al, 2011; Epstein & Jansorn, 2004). Across all three data sources, parenting was a common
theme when identifying the parent perspective associated with the parent contract.
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Collaborating with Community
2%

Decision Making
9%

Parenting
25%

Learning at Home
20%

Volunteering
12%

Communicating
32%

Figure 2. Data sources disaggregated according to Epstein’s framework for Six Types of
Involvement (1995). The graph reflects the total percentages across parent contracts, parent
interviews, and parental involvement observations. Communicating, Parenting and Learning at
Home were the most prevalent types of involvement associated with the use of parent contracts.
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Parents felt an intrinsic motivation to take responsibility for their child’s academic, behavioral,
and extra-curricular activities. Parents across all schools explained their motivation apart from
the parent contract expectations. Parents felt responsible for providing the differentiated support
based on their student’s abilities, needs, and interests. Type 4 Learning at Home was viewed as
providing parents with tools for extending learning beyond the school building. Learning at
Home linked to the role of parenting, since parents felt obligated to assist with student
homework.
Type 3 Volunteering identified the opportunity for parents to serve in a volunteer
capacity within the school. The parent contract at Kensington Academy was the sole contract to
outline the expectation for parent volunteer work. Victoria College Preparatory explained the
volunteering as associated with involvement in the parent-teacher organization. Similar to the
Lancaster parents interviewed, Victoria parents shared their desire for an increase in future
opportunities. Type 5 Decision Making opportunities for parental involvement were minimal.
The parent contracts across all three schools expected parents to be active members of the school
community. As active members of the school community parents were rarely afforded the
opportunity for decision making. Within Kensington and Victoria, parents outlined the decision
making activities aligned with participation in the parent-teacher organization. The possibility of
parental analysis of the parent contract was mentioned in association with the PTOs at
Kensington and Victoria, although no opportunity ever came to fruition.
Again, there was little variance across Kensington and Victoria regarding the types of
parental involvement associated with the parent contract. Lancaster parents often referenced
improvement to the parental contract and future parental involvement opportunities. This could
be as a result of its inaugural year of operation. Across all three school sites, parents viewed the
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parent contracts as a tool for communicating parental involvement expectations. These
expectations included the shared responsibility between parents, staff, and students. Parents
identified their involvement as contingent upon their individual student’s needs, abilities, and
interests; aside from contract expectations. The development of a collaborative relationship
between home and school was the method for the inclusion of parents to serve in a decision
making capacity. Parents were offered minimal opportunity for developing a collaborative
relationship with school staff. As a result, parents rarely had the opportunity to impact the
development of the parent contract.
The final chapter will discuss how schools and leaders might apply findings regarding
parent perspectives and the use of parent contract to establish parental involvement activities and
decision making opportunities for parents. Recommendations will be made for future research as
well as concluding thoughts on parent contracts as a tool for parental involvement, in today’s
constantly changing educational landscape.
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CHAPTER V
DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS
This study examined parent perceptions of parent contracts as a tool for parent
involvement and the extent to which parent voice was included in the development of these
contracts. The purpose was achieved through the application of a theoretical framework
developed by Epstein (2001) with her theory of Overlapping Spheres of Influence. This was
accomplished through a qualitative multi-site case study, designed to answer the research
questions that guided this study:
1. How do parents perceive the use of parent contracts as a tool for parental
involvement?
2. How do parents describe their involvement in developing the parent contract?
The section that follows details the parent perspective regarding the use of the parent
contract. The discussion concludes with a summary of the role parents experienced in decision
making opportunities.
Discussion
As the charter movement continues to grow within urban areas, school officials face a
common challenge of developing strategies for parental involvement. Ideally, schools would
include the consideration of the parent perspective when developing parental involvement
programs. To aid in building partnerships with parents and overcoming barriers for the creation
of partnerships, charter schools have the autonomy to develop and implement parent contracts.
Parent contracts have become a tool charter schools utilize to require a commitment from parents
(Smith & Wohlstetter, 2009).
This chapter will discuss the findings and implications of the parent perspective of parent
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contracts as a tool for communication and relationship development between the school and
home. The parents who participated in this study identified their level of parental involvement as
specific to their student’s need rather than dictated by the parent contract. Findings also showed
that parents were offered minimal opportunity to impact the development of the parent contract;
although the contract focused quite specifically on parental expectations. This chapter concludes
with recommendations for future research when considering implementation of parent contracts
as a tool for parental involvement.
Developing Shared Expectations
Findings from this study indicated parents perceived the contracts as a tool schools
utilized to establish the shared expectations between parents and school staff, with the focus on
the parental expectations. These expectations were presented and communicated within the first
month of the new school year, often within the first few weeks of school. Parent contracts
served as a tool for highlighting the importance of home-school communication, serving as an
initial form of communication coupled with outlining methods of communication and the
associated expectations for each stakeholder group. The presentation of the parent contract was
through the lens of shared responsibility. Across all three schools, shared responsibility was to
include expectations for parents, students, and staff. However, the shared responsibility did not
include shared involvement in decision making.
Parents across the three schools explained the shared responsibility between the home
and school settings to support student academic and behavioral expectations. Parents
appreciated being able to contact teachers for homework support and teachers continued
communication through the use of weekly folders and direct parent-teacher communication.
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Parents were responsible for initiating phone calls or handwritten notes, which provided a more
direct line of communication allowing parents to contact staff members as needed.
Studies have focused on lack of clarity families have regarding expectations for parental
involvement. Families may struggle to understand their role in the education of their children
(Bauch & Goldring, 1995; Cavanagh, 2012; Epstein, 1987, 1992; & Knopf & Swick, 2007).
Findings from this study indicate that parental contracts help to alleviate the lack of clarity by
enumerating parental involvement expectations.
There was no evidence to support a formalized system of accountability for parental
involvement across any of the three charter schools. Rather, schools depended on parents for a
self-generated accountability. Only one school included a formalized accountability system for
parents, but only if the parent desired to be a part of the PTO. Across all the schools little
reference was made to the parent contract throughout the school year, beyond the initial
introduction and signatures. Once the contract was presented and signed, there was little to no
recognition of the contract expectations. In this study, parents were intrinsically motivated and
felt their parental duty was to support their student’s academics and activities. However, unlike
other parent contracts presented in research, these cases involved a lack of consequences
associated with the implementation of parent contracts for parental involvement (Dianda &
Corwin, 1994; Smith et. al, 2011).
Since the contract was presented at the onset of the school year and rarely referenced
throughout the school year, the contract became less powerful in impacting parental involvement
and maintaining parental accountability. The contract served as a communication tool to set the
expectations for parental involvement; therefore, parents were provided a menu of potential
opportunities. This menu of opportunities was acknowledged at the beginning of the year, with
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no further mention throughout the school year. This finding begs the question: Why use a parent
contract that only serves as a document for parents to sign, then serves no purpose throughout the
remainder of the school year? These schools implementing the parent contracts had a tool for
clearly communicating expectations for parental involvement, yet the contract lacked a method
for maintaining parent accountability. Parents were not held accountable to the contract
expectations, so it was ultimately left to the parent to decide how and when they would be
involved. This is a problematic finding, given the schools’ stated purpose of the contract.
Impacting Parental Involvement
Data collected in this study showed that parents held the belief that the contract
minimally impacted their level of involvement. Parents expressed their involvement as
dependent and individualized to their student’s needs and interests. Parents were all aware of the
expectations found in the parent contract; however, none mentioned the parent contract when
explaining their own personal school involvement. The alignment between parental involvement
types with the parent contract expectations was clear. Parent contract expectations and parent
explanations of their involvement included common methods of parental involvement, such as
supporting student academics, communicating with teachers, and attending parental involvement
activities. These findings supported Epstein’s (1995) Framework for Involvement. The forms of
parental involvement associated with the parent contracts aligned with three of Epstein’s Six
Types of Involvement, as parents explained their roles for Parenting, Communicating, and
Learning at Home.
A majority of parents, across each case, felt the intrinsic motivation to support their
students to excel in academics or extra-curricular activities, and thus their involvement, as
expected in the contracts, was viewed as a self-expectation as well. Parenting to support learning

117

at home was both an expectation within the parent contract and personal responsibility for
parents, with the exception of parent L1F who could not grasp why she was expected to assist
with school work at home, since this was the teacher’s assigned task. Assisting with student
homework was the common form of learning at home, since this was work teachers expected to
be returned completed. Parents referenced their lack of self-efficacy for supporting learning at
home; although it did not hinder their efforts. The parents shared their willingness to contact the
teacher for clarification or assistance. Parents appreciated when the schools shared methods and
expectations for communication.
The finding associated with parental responsibilities for parenting and learning at home
support the research of Ingram, Wolfe, and Lieberman (2007), with the exception of
communicating. Parents who spoke of their roles as parents to support their student also
identified the need to attend parent meetings or communicate with teachers. Kensington and
Victoria parents spoke positively of their interaction with the schools as being a welcoming
atmosphere. These parents referenced their expectation for teachers to assist with homework or
behavior related questions or concerns. The same parents valued open communication between
home and school.
Each of the three contracts identified a variety of methods for communication, with the
three stakeholder groups being integral for successful communication: parents, students, and
school staff. Previous research has found that parents serve as stakeholders and need to be
included in consistent home-school dialogue (Auerbach, 2007; Knopf and Swick, 2007; Wanat,
Ehly, & Atkinson, 2001). Parents, associated with two of the school sites, described their
schools as having an open door policy. This open door policy allowed parents to develop a sense
of comfort when entering the school building to conference with teachers or administrators.
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Schools were found to utilize a variety of communication methods, ranging from parent meetings
to text and phone calls. Parents noted that teachers shared their personal contact information,
allowing parents to contact the teacher outside of school hours. Communication was enhanced
through the development of relationships between parents and school staff.
Parents explained their involvement inherent to their role as parents; therefore, the
contract tended to serve solely as an informative document. Findings did not show that the
contract was used as a tool for accountability, which would have been a moot point, since parents
intended to be involved, apart from contract expectations. The intended use of the parent
contract to improve parental involvement only succeeded in increasing parental awareness of
involvement opportunities. While not found in this study, schools may find that parent contracts
can serve to improve communications with parents, allowing clarity of expectations for parental
involvement. Learning at home, parenting, and communicating were the most commonly
identified types of involvement aligned with the use of parent contracts in this research.
Consequently, schools looking to improve these areas of involvement could benefit from the
implementation of parent contracts in a similar manner.
Considering the Parent Perspective
Parental involvement has evolved beyond communicating with the teacher, helping with
homework, and attending parent teacher meetings. Educational policy continues to address the
need for schools to include parents in decision making. Parental involvement activities and
programs should be developed and agreed upon by both parents and school officials (ESSA,
2015). Through the lens of the Overlapping Spheres of Influence, the parent contract recognized
the shared responsibilities of parents, students, and staff. Each of the contracts included
expectations for each subgroup of the stakeholder groups. The development of contracts aligned
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with the Overlapping Spheres of Influence yet fell short in consideration of the inclusion of the
parent perspective.
This study focused on gaining parent perspectives associated with the use of parent
contracts. Parents also provided their perspective regarding their lack of involvement in the
creation of the parent contract. As evidenced in this study, parental involvement in volunteer
opportunities was closely aligned with opportunities for inclusion of the parent perspective.
Volunteer opportunities for parents were minimal and often limited to support of school-based
extra-curricular activities. The parent teacher organizations at both Kensington and Victoria
offered the stage for parental input in decision making. Victoria PTO required parent
participants to serve in a volunteer capacity for a recommended number of hours. Involvement
in PTO also offered the opportunity for decision making associated with the planning of
functions. The decision making was limited to the planning of functions; though parents did
mention the possibility of reviewing the parent contract at both schools.
Parents involved in the PTO explained a goal of the team to review the parent contracts
and provide input regarding possible amendments or additions to the contracts. This might have
been expected by parents, yet they did not recall being afforded the opportunity. Decision
making capacity of parents was diminished, because the lack of staff member involvement and
guidance during parent teacher organization meetings. During an observed PTO meeting,
teacher leadership and lack of parental leadership was evident. Parents explained the PTO as
reliant upon teacher involvement and leadership.
The creation and use of parent contracts offered ample opportunity to involve parents in
the creation and implementation of the contract. Berger (1991) identified the benefit of parental
empowerment associated with recognition of insight parents can provide to support school
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decision making. Including parents in the decision making process has been invaluable to fully
engaging and including parents in their child’s education (Baker, 1997; Sanders, Epstein, &
Connors-Tadros, 1999). Parents are included in the stakeholder group and should be a vital
component of the partnership. While the opportunity for parent input was apparent, the lack of
organization and leadership negatively impacted parental decision making. Parents across all
sites shared their desire for improved involvement in collaborative opportunities, allowing them
to be involved in decision-making to impact school improvement.
Though the schools chose the use of parent contracts to improve parental involvement,
parents continued to express their desire for additional and more frequent
involvement in decision making and collaboration. For these schools, there is room for
improvement for developing opportunity for parent input and building parent capacity for
decision making. The use of the parent contract in this study proved fruitless for providing
decision making opportunities for parents; therefore, schools must seek to determine appropriate
methods for greater involvement in this area.
Implications
Findings from this study point to implications for district administrators, school-based
administrators, teachers, and community members. Research studies have assisted in
recognizing the positive impact of parent’s involvement on student academics (Epstein &
Jansorn, 2004; Fan, 2001; Fan & Chen, 2001; Jeynes, 2005, 2007; Jordan, Orocazo, & Averett,
2002). School decision making should include opportunities for parent representation. As
Epstein and Jansorn (2004) recommended, “All stakeholders have active roles in developing
productive partnerships and in improving and sustaining their work over time” (p. 20). This
study provided examples of charter schools using parent contracts, according to the parent
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perspective. The study pointed to the need for schools to reevaluate implementation of parent
contracts, to consider inclusion of parent decision making and leadership opportunities.
Findings from this study offer insight into the parent perspective associated with the use
of parent contracts. District and school-based administrators choosing to employ the use of
parent contracts to impact parental involvement, must be mindful of the purpose of the contract.
School administrators can identify how schools choose to implement parent contracts, which
should include the initial presentation to parents, as well as consideration of the parent contract’s
alignment to the district and school mission and vision. These case studies allow administrators
further insight into how the parent contract can serve as a tool for shared responsibility and
development of collaborative relationships. The parent contract served as a key tool for
communication and setting the expectations in this study, by reflecting the priorities of the
school. Administrators should consider how parents can be involved with supporting the mission
and vision to develop and implement parent contracts.
Findings also further inform administrators in the development of parental involvement
activities with the inclusion of parents in planning and decision making. Epstein’s Framework
for Parent Involvement identifies Type 6 as parent decision making. Strategies and activities,
aligned with Epstein’s typology for the Six Types of Parent Involvement, positively impacted
parent self-efficacy and comfort level with involvement at the school (Smith et al., 2011).
This research revealed minimal parent involvement in the development of the parent
contracts, with the identified barrier of school-based support for parent leadership. Rather, when
planning parental involvement at the district or school level, parents’ input and perspective
should be included. Proactive steps should be taken to include the parent perspective and voice
during the development process. Parent-teacher organizations offer ample opportunity to
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leverage parental leadership, in support of the school’s mission and expectations for parental
involvement.
Gaining insight into how parents describe their role associated with contracts will inform
future development of parental involvement policy and programs. The parent perspective will
provide insight for schools as to how parents make meaning of involvement activities and
requirements according to Epstein’s (2001) Six Types of Parent Involvement. Epstein’s research
on the types of parental involvement has assisted a myriad of schools in developing parent
involvement policy and programs. Including the parent perspective, associated with the six types
of parent involvement, can guide both charter and traditional public schools to a deeper
understanding of the steps necessary to best involve parents. The use of Epstein’s Framework
for Involvement coupled with the parent perspective may assist traditional public schools with
identifying improvements needed for tools they are already utilizing. Traditional public schools
might also use the findings to inform future development of parent involvement programs and
strategies, while including the parent perspective. Understanding how parents describe their
perspectives can also assist charter school administrators to gain a deeper understanding of the
usefulness of parent contracts. The perspective of parents will assist charter school operators in
future creation of charters. Delving into how parents describe their interaction with parental
involvement within and beyond the scope of the contract will assist in narrowing the
expectations and accountability associated with parent contracts.
District and school leaders could gain a deeper understanding of the role parent contracts
can play in impacting parental involvement. This knowledge will assist district leaders with
supporting principals in the development of parent involvement activities that reflect the parent
perspective for successful decision making. Educational leadership training programs are better
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informed of the parent perspective associated with the use of parent contracts. This insight into
the parent perspective can be used to train new and aspiring educational leaders to support and
include parents in decision making roles, especially roles associated with parental involvement
activities.
Recommendations
Parental involvement research has often included administrator and teacher perspective;
even though ESSA policy required parent participants in the development of parental
involvement strategies or programs (Section 1118(a), ESSA). Smith, Wohlstetter, Kuzin, and De
Pedro (2011) recognized the need for parent perspectives of contracts, since research on parent
contracts and Epstein’s Six Types of Involvement only included data from school leader
interviews. Findings from this study demonstrate how considering parental perspectives when
developing parental involvement models and activities. This case study provided the parental
perspective of the parent contracts, validating the research of Epstein (2001), with her theory of
Overlapping Spheres of Influence. Epstein (2005) posited student learning is positively
impacted when home, school, and community work together to support student academics and
development. Parent involvement and the inclusion of the parent perspective in education
continues to be integral with ESSA, identifying the need for parental involvement activities to be
developed and agreed upon by both parents and school officials (ESSA, 2015). Educational
policy continues to address the need for schools to include parents in decision making. The
parent perspective within this case study supported the desire of policy makers, to empower
parents through inclusion in decision making. The parent perspective identified the desire of
parents to be involved, which validated parent involvement policy.
Recommendations for future research considering the parent perspective includes the
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application of these findings to a case study between schools utilizing parent contracts serving
similar grade levels, elementary and secondary. How does the use of the parent contract look
like when comparing elementary and secondary schools? Future research applying these
findings to additional schools across various United States regions is recommended when
considering elementary and secondary school settings. Additionally, the consideration of a case
study with school sites using parent contracts and schools choosing tools beyond parent
contracts. This study identified parental involvement in schools using contracts, through the lens
of Epstein’s Framework for Involvement. Future opportunity includes cross-case analysis of
varying school tools for parental involvement, through Epstein’s lens.
Finally, future research should seek to deepen understanding of the parental perspective
regarding parents serving in a decision making capacity within the school. Continuing analysis
seeking to understand schools successfully empowering parents as decision makers is warranted.
Delving into how parents view their role as decision makers and the efficacy associated with this
parental role and responsibility can add to the literature in this area.
Conclusion
Parents, as stakeholders, continue to be part of the national equation for improving the
educational landscape. Research continues to support the positive impact parental involvement
can have on the child’s education (Epstein & Jansorn, 2004; Fan, 2001; Fan & Chen, 2001;
Jeynes, 2005, 2007; Jordan, Orocazo, & Averett, 2002), resulting in school responsibility for
developing a partnership with parents. Epstein’s (2001) identification as parents as stakeholders,
through the lens of Overlapping Spheres of Influence recognized the vital relationship to be
forged between home and school.
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As this relationship between home and schools is developed and strengthened, integration
of the parent perspective can be vital for school leaders developing purposeful parental
involvement programs. Leaders must be able to effectively communicate and support parents,
towards the common goal of student centered priorities. Parent feedback coupled with parental
involvement in school-based decision making only serves to strengthen the effectiveness of
parental involvement programs and the positive impact to student academics.
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Appendix A
Permission to use Table 1
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Appendix B
Parent Interest Form

Parent Name:____________________________________________________________

Phone:_________________________________________________________________

Email:_________________________________________________________________

Yes, I am interested in participating in an interview about my school’s parent contract.

No, I am not interested in participating in an interview about my school’s parent contract.
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Appendix C
Interview Protocol for Parents
1. What do you see as the purpose of this parent contract?
•

What are the benefits of the contract?

•

What are the disadvantages of the contract?

2. How has this parent contract affected the way you are involved in your child’s education?
3. How were you informed about the school’s parent contract?
•

What effect, if any, did this contract have on your decision to send your child to

this school?
•

Where there other ways you think they could have informed the parents?

4. Tell me about your involvement in your child’s education?
•

Describe some of the ways you are involved within the school?

5.

What would the ideal parent contract look like?

6.

What factors influence the types and amount of involvement you have in your child’s

education?
7. Were you involved in deciding upon the requirements of the parent contract?
•

Tell me more about the parts with which you agree or disagree?

•

Explain how you were involved in the development of the contract?

8. What would an ideal parent-school relationship look like?
•

What do you believe are benefits of parent-school relationships?

9. What are some things the school does to create relationships with parents?
•

Explain how are these may be helpful or unhelpful?

•

What are some barriers in the creation of parent-school relationships?
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10. Is there anything else you would like to add about parent contracts and/or parent
involvement at your child’s school?
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Appendix D
Observation Checklist

Parental Involvement Type

Observed Occurrences

T1-Parenting
T2-Communicating
T3-Volunteering
T4-Learning at Home
T5-Decision Making
T6-Collaborating with
Community
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